
ED 128 546

DOCUMENT RESUME

95 UD 016 473

AUTHOR Gordon, Edmund W.; And Others
TITLE A Comparative Study of Quality Integrated Education.

Final Report.
INSTITUTION Columbia Univ., New York, N.Y. Inst. for Urban and

Minority Education.
SPONS AGENCY National Inst. of Education (DHEW), Washington,

D.C.
BUREAU NO BR-3-1495
PUB DATE Jun 76
CONTRACT NE-C-00-3-0156
NOTE 691p.

EDRS PRICE MF-$1.33 HC-$36.83 Plus Postage.
DESCRIPTORS *Case Studies; *Comparative Analysis; Educationally

Disadvantaged; *Educational Quality; Equal Education;
Integration Effects; Integration Methods;
*Integration Studies; Minority Groups; Negro
Education; Race Relations; Racial Factors; Racial
Integration; *Racial Segregation; Research
Methodology; Research Problems; School Districts;
*Echool Integration; Site Analysis; Site Selection

IDENTIFIERS Alabama (Birmingham); Minnesota (Minneapolis); New
Jersey (Ewing); North Carolina (Durham); North
Carolina (Goldsboro); South Carolina (Orangeburg)

'ABSTRACT
The purpose of this study is to identify and document

processes that are associated with effective desegregation in six
seaool districts enumerated below; to examine the interrelationships
of these processes; and to identify commonalities among the six
districts which could provide guidelines for models of effective
school desegregation. The major question addressed by the study is
what the major status and process variables associated with progress
toward ethnic desegregation in the public schools ar(!. The six case
study districts are: Birmingham, Durham, Ewing, Goldsboro,
Minneapolis, and Orangeburg. The introduction addresses the following
topics: background and significance of the study, definitions,
procedures, criteria for selecting school districts, site selection,
preparation for site visits, and debriefing. A section on
methodological considerations examines methodological problems
involved in the descriptive case study approach to research in the
area of desegregation. These are sampling, documentation analysis,
and generalization--areas for which existing research and evaluation
methods are seen as not providing answers. Summaries of the case
studies for the six cities form the conclusion of the study.

(Author/AM)

Documents acquired by ERIC include many informal unpublished materials not available from other sources. ERIC makes every

effort to obtain tho best copy available. Nevertheless, items of marginal reproducibility are often encountered and this affecb the

quality of the microfiche and hardcopy reproductions ERIC makes available via the ERIC Document Reproduction Service (EDRS).

EDRS is not responsible for the quality of the original document. Reproductions supplied by EDRS are the best that can be made from

the original.



FINAL REPORT

A COMPARATIVE STUDY OF QUALITY INTEGRATED EDUCATION

S. DE PARTMCN f OF HEALTH,
EDUCATIDH & WELFARE
NATIONAL aNSTITUTE OF

EOUCATION

THIS DOCUM4 . hS BEEN REPRO.
DUCED EXAC,I.Y Ai flECEIVED FROM
THE PERSOPi..0 OPC ..IIZATION ORIGIN-
ATING IT PUHTS Of v W OR OPINIONS
STATED DO NOT NVCESSARILY REPRE-
SENT OF /C, AL 34AT.ONAL INSTITUTE OF
EDUCf"ON POSITION OR POLICY

Edmund W. Gordon, Ed.D.
Principal Investigator

Institute for Urban and Minority
Education

Teachers College, Columbia University
New York, New York 10027

Submitted: June 1976



This report is submitted in fulfillment of the contract between the National
Institute of Education and Teachers College, Columbia Univerrliy ( Grant
Number NE-G-00-3-0156, Project 3 - 1495). Points of view or opinions
expressed here do not represent the official view or opinions of Teachers

College or the National Institute of Education.

3



PROJECT STAFF

Principal Investiga tar:
Edmund W . Gordon, Ed .D .

Field Study Personnel:
Effie Bynum
Oscar Cotton
Brian Estrada
Eileen Goldstein
Edmund T. Gordon
William U. Harris
Edward Hattauer
Adelaide Jablonsky
Mary Ann Lachat
Robert Phillips
Bonnie Smith
Joseph Williams
Robert Young

The project staff acknowledges the time and effort expended by Evelyn Abramson,
June Kallos and Paula Russell, without whom this report could not have been com-
piled. Thanks are expressed to all if- individuals in the schools and communities
who gave freely of their time anc -)aperated with the investigating teams.



TA3LE OF CONTgNTS

II. INDIVIDUAL CASE STUDIES

1

A. Birmingham II- 1

B. Durham 11-174

C. Ewing 11-287

D. Goldsboro 11-404

E. Minneapolis 11-454

F. Orangeburg 11-561

III. SUMMARIES OF CASE STUDIES

A. Birmingham III- 1

B. Durham III- 3

C. Ewing III- 6

D. Goldsboro III- 9

E. Minneapolis /II- 12

F. Orangeburg III- 15



INTRODUCTIN

Purpose of the Study

In the twenty years that have passed since the 1954 Supreme

Court decision concerning desgregation in public schools there

has been a proliferation of research related to desegregation.

These many studies have tended to emphasize the outcomes of

desegregation. Fairly consistently they have dealt with academic

ach'evement as the primary fldicator of the effectiveness of the

desegregation process. Generally, this research has addressed the

occurrence L:f desegregation. That is, that an administrative decision

has been made and efforts to implement those decisions have been

pursued. Little of that r, search has dealt with the process

variables of desegregation descriptions of the context in wbich

these processes occur.

The purpose of this study we-, to identify and document processes

that are associated with effective desegregation in six school

districts; to e-camine the interre'ltionships of these processes;

and to identify Lommonalities amc 'he six districts which could

provide guidelines for models of e cave school desegregation.

The major question addressed by the study was: "What are the major

status and process variables associated with progress toward ethniC

desegregation in the public schools?"

Background and Significance of the Study

Over tne past two decades school desegregation has profoundly

influenced the existence and operation of numerous public schools,

especially in southern and border states. School districts, in

varying degrees, have grappled with the problem since the 1954 and

1955 Supreme Court decisions which held that segregation of students

by race in the public schools violates the intent of the Fourteenth

Amendment, and that d'cl school systems should be disestablished,

"with all deliberaU. 3peed."

These decisic/A, and subsequent ones, have affected the

equilibrium of matzy 1%gments of the public, threatening and, to

some extent, changil4 ".he status quo. Some school districts chose

not to consent to such radical changes as would accompany the de-

Segregation process. They chose to stand still, believing that

inertia would solve their dilemma. Or when face-to-face with reality

most systems reluctantly complied and a few sought to disengage

their operations. Other districts, in the throes of threats and

eruptions of violence, as well as other unsettling conditions,

yielded quietly with awareness that they could never return to the
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uf th.1 tut ti:a confusion cf
the pre3ent wculd 'Lc short lived.

Until this decade attempts at desegregation were primarily
made in and z:maller dj.strict,:, in southern and border states.
Ecwever, tl:e last three years effcrtt3 at desegregation

1.11.hrLn ..21:7tri::t in the sr;uth and other
ncv 1;e.m anu will continue

tohe more co:nplex due to such variables as nseudodemocratic (but
accepted) patterns of ethnic interaction, size, historic district
1Lies, and transportation. Recalcitrance, legal rationalization
and vio.Lence have often, but not exclusively, accompanied the
process in the north as well as io the south.

The advent of many of these changes has resulted in numerous
hypotheses about school desegregation. There has been an abundance
of research produced which focused on thG tc,pic. Much of the
research has addressed outcome variables. Fuch as achievement.
Jablonsky (1973), identified more than one hundred piece of such
research done for di_ssertations during 1965-1970. A large number
of citations in her document deal with outcome variables. A much
smaller number of these studies include efforts at describing what
happened during the desegregation process. Weinberg (1970), in
his more comprehensive review of desegregation research, also verifies
the popularity of researching those characteristics of students
as they emerge from exposure to and experience with the desegreation
process. A review by St. John (1970), which focuses exclusively
on the relationships between ethnicity and school achievement, also
reflects this emphasis.

This heavy emphasis on the impact of school desegregation on
pupil achievement reflects a concern with the validation of the
effectiveness of the process rather than a concern with the
elucidation of the quality of the process. These earlier studies
may have been influenced by a perceived need to justify school
desegregation. As the confused nature of the effectiveness data
has become more apparent; as desegregation as a solution to the
problems of equalization of education,1 opportunity is increasingly
questioned; and as we try to improve the quality with which the
strategies of desegregation are applied; the need for understanding
the process and thevarious relr -7.onships between elements of the
process and differential outcon:_ has Lecome paramount. The emergence
of this need to understand rather than to prove effectiveness
underscores the increasing necessity that we seriously look at the
situational and process variables which are a part of ethnic de-
segregation of the public schools.

A focus on situational variables reflects a reaognition of the
significance of the environmental settings which surround human
behavior. In his analysis of the cultura of the schools, Sarason
(1971) points out that a stage, be it theatrical or educational,
has extra-individual structured characteristics that affect the
actors even though they are unaware of these characteristics and



and their effects. Sarascn's vie.'w reflects the ecological theory

and methodology developed by Berker (1968), and his associates

in their studies of the relationships between environments and
behavior. Their work iodicated that ecological conditions are a
powerful factor in determin'mg the behavior of individual persons.
Pettigrew (1970), utilized an ec7;logica1 approach in A Study of

Schoc: 7inn1 cl:in tht2 need to :nove beyo:;._

mere background variables, such as education, religions and occupa-

tional status. His study simultaneously used ecological and
opinion data to derive a contextual basis for predicting and ex-

plaining school desegregation. This concern with contextual or
external forces is also reflected in an earlier work by Kennet

Clarke (1 953). Clark suggested that individuals and groups modify
their behavior only to the degree and in the direction demanded by
the external situation as it is perceived. In his article on
accountability, Dyer (1970) identified several components of a

pupil-change model. Among these components are the educational

process, and the conditions which surround this process. He

suggests that, "if a school staff is to maximize pupil output in

any particular way, it must be aware of the nature of the inter-

actions among the variables in the system and be given sufficient

information to cope with them in its work." In addition to this

emphasis on context or surrounding conditions, Dyer stresses a

noncern for anderstanding the school and its community as function-

ing social systems. Though Dyer's focus was on accountability
rather than on desegregation, it is based on the noon that the

school is a social system as well as an educational system. His

admonition was that educators and boards of education should know

as much as they can about these systems and abort the factors that

impinge upon students' development, they should use
what they know about these factors to maximize pupil development.

Obviously, the desegregation process is to produce the effects

that are desired by its advocates, it must be accompanied by

knowledge of the process mechanism, contextual factors and the

systems of which they are components. Hence, it was the purpose of

the present study to descriptively document processes, and the

context of these processes associated with relatively effective

efforts at ethnic desegregation in six selected school districts;

and to examine interrelationships among these processes and contexts

in order to identify commonalities by which other effective efforts

may be designed.

Definition of Terms

Since segregation, integration and desegregation are terms

which heve colloquial as well as technical usage it is important

that definitional reference be given. The definition of these and

a f2w additional rms which are used in this report fol2ow:

Segregation - dualistic social systems that separate races in

a way that ascribes a higher status to one in

comparison to the other. It was, and is, evident

in the dual school system.

8
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Desegregation - the physical mixing of the races without
regard to the relative statuses of the two
groups.

- the interaction of the races based on mutual
respect and equl status a.ong them.

7..re::.i3e upon which this study is built is talat desegre-
gation and integration are two alternatives to segregation. De-
segregation is envisioned as the prerequisite, or the necessary
forerunner for integration.

From time-to-time additional terms will be referred to that
warrant definition.

Integrate School District - a district that has achieved
cultural and structural integration of all of its
students, students' families and staff.

Effective Integration - a situation in which students and staff
are given the opportunity to acquire, and in fact
have acquired, knowledge, skills, and behavior
patterns necessary to particiT?ate in the mainstream
of the American Society.

Structural Integration - ...that situation in which staff mem-
bers, children, and parents of all ethnic groups hold
statuses and play roles throughout the school system
that are equivalent in power and prestige to those
statuses occupied by members of other ethnic groups.

Cultural Integration - ... a situation in a school district in
which all the children have acquired an undel'standing
and the respect for the history, cultural heritage
and contributions of all ethnic groups so that there
is a mutual respect and cultural sharing...

Procedures Used in the Present Study

Since this is concerned with the descriptive comparison of
relatively effective, integrated educational settings, serious
consideration was given to the establishment of criteria that
could be used in selecting sites for the study. The design included
the study of school districts that were at various stages in the in-
tegration process. These districts were located in different
geographic regions in the country. Candidate districts came from
such sources as state, regional, and university directors of de-
segregation centers; Title I directors; the ERIC Information
Retrieval Center on the Disadvantaged; the National Center for
Research and Information on Equal Educational Opportunity (NCRIEEO)
files at Teachers College, Columbia University; and the Exemplary
Desegregation Study files at the Educational Testing Service.



The folicwing criteria, which relate to students, staff, parents

and instructional settings, served as the basis for selecting school

districts:

A. Evidence that majority and mli.nority students and staff

were structurally integrated into the social system of

the school so that b:lth held status and pl%y roles that

were equal in power prestige.

B. EVidence that racial and cultural isolation had 1:aen reduced

and was refloztel in the heterogeneity of academic and

nonacademic activities.

C. Evidence of mutual qnclerstanding and positive inter-

action between majority and minority students tad staff.

D. Evidence of curricular offerings and material which re-

flected cultural diversity.

E. Evidence of successful academic achievement by both

majority and minority students.

F. Evidence of comprehensive efforts to offer and develop

programs aimed at equalizing educational opportunity.

G. Evidence of parent and community involvement in the

desegregation process.

Sources of Data for Each Criterion.

A - Evidence that majority and minority stuaents and staff are

structurally integrated into the social system of the school

so both hold statuses and play roles that are eaual in power

and prestige.

1. Ethnic composition of student boay in each school.

2. Ethic composition of the staff in each school.

3. Number of years of experience of individual staff

members in each school.

4. Distribution of majority and minority group students in

each class.

a. assignment of students, based on test results,
recommendations of teachers, etc.

b. tracking, curriculum groupings

c. special classes, i.e., EMR classes, disabled readers

classes, composition

1-5
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ethnic distribtion in paoic ve1ju:1 ad;Lnced
courses

e. ackr.::,w1.2Ger,ent of por6'.;n:!! choice for dete=n-

ar:LAI cf

a. existence of uniform and comprehensive codes of
conduct for students.

b. evidence that disciplinary actions were uniformly
applied

c. evidence that teachers 1.:nderstand and successfully
coped with behaviors and life styles of all
students

6. Integration of minority groop students _nto organizations
and activities of school -- equal perticipation

a. school effor.,..s to guarantee adequate representation

b. majority/minority student distribution in school/
cl%bs, athletics, honor societies

c. majority/minority student leadership structure in
school clubs, class officers, athletics

7 Patterns of student/student and teacher/student interaction

a. seating patterns in classrooms, cafeteria, library

b. .interaction on playgrounds, in corridors

c. friendship patterns inside and outside of school
socio-metric tests.

d. student/teacher interaction inside and outside

classrooms

8. Existence of a philosophy and statement of goals that
commit the school to integrated education



B - Evi.dence that racial/cultural isolation had been reduced and
was rflected in the heterogeneity of academic and non-
acudemic activities.

1. Items 1-8 under Criteria A.

2. A sense of fellowship and mutual respect, as demonstrated
by staff and student planning, exists.

3. Evidence of avcidance of academic stereotyping.

1!. Evidence that teachers had the authority that enabled
them to weAt confidently and flexibly with students
of varying abilities and talents.

C - Evidence of mutual understanding and positive interaction
between majority and minority students and staff.

1. School atmospherestaff awareness of the challenges
of an integrated student body and the demonstration of
understanding and appreciation.of the need for academl;,c

and other accomplishment.

2. Student attitude; toward school

a. students' feelings dbout staff, school program,
activities, peers and their role in school.

b. existence of student protest and conflict.

3. Availability and distribution of counseling _nd guidance
services without regard to race or color.

D - Evidence of curricular offerings and materials reflecting
cultural diversity.

1. EVidence of curriculum modification and curricular
offerings related to minority experience or to majority/
minority relations.

2. Representation of library materials related to thP minority
experience or by minority group authors.

3. EVidence of varied instructional techniques designed
to meet the different learning styles of students.

E - Evidence of successful academic achievement by both majority

and minority students.

1. Achievement data on students in school.

1 2
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F - Evidence of comorenensive efforts tc .ievelcp and offer
programs ained at equalizing educaticnal ouportunity.

Evidence of use of Title I, ESAF, etc., funds to
develop czmpersatory prorrams.

and cutie the
school district to help devise programs aimed at
equalizing educational opportunity.

3. Attempts at in-service training aimed at such program
development.

G - Evidence of parent and community involvement in the desegrega-
tion process.

1. Existence of a citizen's committee, or advisory committee,
to assist with desegregation plans.

2. Existence of biracial school committees.

3. Evidence that parents and school communit, -ere kept

informed about problems and successes in the integration
process.

The dynamics which initiated the integration process were not
of concern in selecting the six school districts which were studied.
Whether the process was initiated by federal, state or other legal
action or whether the school district bowed to community pressure,
or still yet sought a change in the educational programs and
physical makeup of their schools because of some internal dissatis-
faction was not an issue. The main concern was how the process
was being accomplished in the selected districts.

Site Selection.

School districts that were at varying stages in the integration
process were used in the study. The districts were selected from a
cross-section of geographic regions in the country and represented
urban, suburban and rural characteristics. Large communities
(100,000 plus), medium sized (50,000 to 100,000) and small
communities (up to 50,000) were selected.

Each candidate distric., vas sent a letter requesting information
concerning its attempts at desegregation and inquiring about its
interest and availability with regard to participation in the study.
Upon receipt of a response from each district, districts which
responded favorably were matched against the criteria that had
been identified for selection. A visit was made to each potential
district participant by the principal investigator to identify
possible community contacts. When it was determined, from this

1-8



visit, and the other collected data, that a district was appro-

priate for inclusion in the study, arrangements were made for a

four or five member data collection team to make a four or five-

day information gathering and observational trip to the district.

Preparation for Site Visits.

Consis:Aln-u with ti,c prescraed methods of conducting compre-

hensive case studies attention was given to detail, planning and

execution of the study in each school system. Precautions were

taken to avoid the haphazard collection of data and the careless

recording of information gathered from a superficial investigation.

In order to assure the adequate collection of useful data the

data study were collected by a team of individuals including

educators, administrators and student research assistants.

In preparation for the visit of the team a senior staff

person made a one-day onsite screening visit to gather documenta-

tion relating to the school system's attempt to desegregate. Such

documentation included the desegregation plan, newspaper reports,

administrative reports and additional information, for example,

basic demographic data.

A project coordination was appointed for each site. He

was responsible for calling the study team together on at least

one occasion prior to the onsite visit, to discuss all the

anticipatory aspects of the visit. The purposes of the visit and

the division of responsibilities, while at the site, were discussed

in detail during this session. Each data collector was given a

set of materials that included instruments which were used during

the investigation and a timetable for each team member to return

edited transcripts of interviews, observation data, and other

summary materiels for discussion. The following is a sample

agenda of the briefing sessions for the on-site study teams:

A. Introductions of Team Members

1. Exchange of Addresses and Telephone Numbers

B. Overview of Site to be Visited

1. Den.,graphic Information

2. Description and Chronology of District's
Desegregation Plan

3. Local Newspaper Reports on Desegregation Plans

4 Administrative Reports to Board

C. Discussion of Research Plan(s)

1. Timetable for Visit and Reporting

1-9
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2. Lata to be Collac;ed

3. Instrumentation to be Used During Visit

L. icuirment Needs for Visit

a. Key Contacts in Community

b. Procedures for Returning Edited Copy from
Observation

D. Discussion of Housekeeping Details

1. Travel Arrangements (to Site)

2. Method of Transportation (while at Site)

3. Motel Arrangements

4. Submission of Travel Plans, Travel Vouchers

Site Visits.

The site visit was crucial to the success of the study.
It was during this time that the crux of the data was collected.
Thus, the quality of the study was dependent upon the intensity
of involvement of the desegregation study team with school and
community persons at the visitation site as well as the adroitness
with which assigned tasks were conducted.

Since it was essential that a wide array of coverage be given
to the data to be collected, a team of four to five members visited

each site. Visits ranged from three to five days depending upon
the size of the district, the team's familiarity with that district
and the availability of resources which were to be tapped while on

the site. It was the responsibility of the principal investigator
to determine the number of members on each study team as well as

the number of days the team spent in each district.

Each team member had the responsibility of collecting specific
data and identifying process variables that affected the school
programs, parents, teachers, administrators and students. Team
members were requested to assist in contacting and interviewing a
crosssection of community persons which included the following:

1. Concerned Parent Groups

2. Director of Social Services
3. Police Chief
4. Newspaper Reporter (assigned to the school district)

5. Human Relations Groups
6. Recreation Directors

1-10



7. Government Officials

8. Leaders of Religious Groups

Each site visit began with an introduction of the stuay

team to the Superintendent, or his designate, preferably in his

office. Durin7 the meeting with the Superintendent the -purposes

of the siz.= -;isit were reaf2imed. The prc,ject cocrd!nator had,

prior to this meeting, secured a roster of the schools in the

district and had recommended the schools the stuay team should

visit. No fewer than one-third of the schools in the district

were selected and more were visited if time permitted. The factors

for selection of specific schools to be visited were: (1) location

(2) ethnic composition of staff and student body (3) amount of

change that had occurred in the school since desegregation.

The study team went as a group to each school. Upon arriving

at each school the team met the principal and established a

schedule and set of guidelines to be followed while in that school.

The following are samples of proceedures that were used at various

grade levels:

Elementary School (Grades K-6)

- Interview the-principal

-Interview the vice-principal

-Interview at least four teachers at

varying levels, to be recommended

by the principal investigator

- Observe at least four classrooms
(not the classrooms of the teachers
who were interviewed).

Junior High School (Grades 7 - 9)

- Intervik ,ie principal

- Interview the vice -principal(s)

-Interview six teachers of varying subjects and

levels

-Interview three counselors

-Observe six classrooms of different subjects

and different levels of difficulty

-Hold four group interview sessions Ndth forty

students - ten students in each (ten all black

araten all whit.e)

rtz..



-Administer a Social Belief inventory and a Stu-
dent Interview Form to all students in two study
halls (classes can be selected if the school does
nct have study halls).

-

-Interview the principal

- Interview the vice-principal(s)

-Interview six teachers of varyi ig
subjects and levels

- Interview three counselors

-Observe six classrooms of different
subjects and different levels of
difficulty

- Hold group interview sessions with forty
students - two groups of blacks with ten
each and two groups of whites with ten each

-Administer a Social Belief Inventory and
a Student Interview Form to students in
study halls. At least 75 students should
be canvassed.

Afternoons and evenings were spent interviewing parents
and community persons, individually and in groups. These inter-
views were arranged, as nearly as possrble, prior to the Team's
arrival at the site. Names of possible contacts were secured
from the Superintendent and from other leads as the study team
intermingled with persons in the community. In order to insure
adequacy in coverage and consistency in collection of data each
investigator was asked to use, at a minimum, the instruments
that appear in the Appendix. The extent of usage was determined
in the briefing sessions which preceded each on-site visit.

Debriefing.

The project coordinator was responsible for synthesizing the
collected data and impressions once the onsite visit had been
made. This person was ultimately responsible for drafting the
completed report.

An essential role played by the project coordinator was that
of assembling the study team for the purposes of collectively
analyzing the data from each school district to determine the key
process variables that were found to be associated with quality
integrated education. The interrelationships of these variables
and the way they were linked to resultant school programs were

,



examined in debriefing meetings. Patterns of variables in

districts where effective work was occuring were identified

and comparisons were made where patterns appeared to be

associated with particular situations. Comparisons wez-e made

to yield a view of prc.7rams serving comparable comnunities.
char:..Jtic3 of school

programs and student and staff experiences which emerge under

varying conditions. The final report vas written, based on these

team interactions, defriefing sessions and an overview of case

study materials.

1 8
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METHODOLOGICAL CONSIDERATIONS

It is probably not by accident that the descriptive case study
approach to research in the area of desegregation has been avoided.
There are a number of methodological problems for which existing
research and evaluation techniques fail to provide answers. These
problems arc essentially, sampling, documentation, analysis, and

generalization.

Sampling

The problems in sampling, or case selection, derive from
the fact that case studies are less concerned with being represen-
tative of a population of programs or events and are more concerned
with being representative of a particular program. In this study,
we did not seek to choose school districts that, collectively, would
accurately represent the status of school desegregation in the United
States. Rather, an effort was made to select school districts tihich
were in the process of conducting effective or promising programs in
school desegregation. This process of selection was heavily dependent
on information available to us and the biases of the informants to
whom we turned for nomination of programs. While it is likely that
through the utilization of our rather extensive files and the depen-
dence on the personal knowledge of "experts" in the field we accu-
rately identified those districts that had developed worthwhile and
effective desegregation programs, it is always possible, using this
strategy, that isolated and unheralded programs go unattended.

In future research one aspect of this sampling problem
could be tackled by simply increasing the magnitude of the study to
insure that a large enough sample of cases is selected to provide for
statistical representativeness. However, there may be a more diffi-
cult problem here, that is that the purposes to be served by the

case study approach may be incompatible with the traditional stan-
dards for determining statistical representativeness. Since the case
study is designed to be sensitive to unique characteristics and
circumstances it may be inappropriate to require that it also
address problems of "average", mean or modal conditions. Some inves-
tigators, tackling this problem have sought to deal with the prob-
lem separately by conducting surveys of large randomly selected
samples directed at addressing questions related to mean or modal
conditions. And then, the case studies approach has been utilized,
not to be representative of that universe, but to illustrate spe-
cific characteristics and particular circumstances unique to programs
in that universe. The study reported here has not included the broad
survey approach but has sought, in a highly selected, small sample
of a universe, to describe programs considered to be unique -

interesting or particularly successful.



Documentation

Documentation is concerned wit.h the accurate and adequate
description of the elements and processds involved in programs under

study. The problem here is again one of selection and objectivity.
Since the documentation process is dependent umn observe-s. we

are in Ia. sz asure victims of the subjectivity of the persons
chosen to observe. To reduce this influence in this study, atten-
tion was_given to structuring the kinds of things observers were

to observe, the people to whom they were to talk, and the circum-

stances to which they were to be sensitive. These efforts at struc-

turing interviews and observations may have contributed more to the

uniformity of the information collected, however, than to the eli-
mination of subjectivity. Again, in a repeat of a similar study,
by increasing the number of observers, by giving increased atten-
tion to observer training, and not -- through more careful analysis

and comparisons of observer reports to search out consistencies
and inconsistencies) it may be possible to increase the degree of

objectivity brought to the documentation process. However, in the

search for objectivity one doe:. not want to loose the intuitive in-

sights that are largely the function of subjectivity. Since the

case study approach is designed to try to capture, not only fact

but also meaning and purpose, complete objectivity may be counter

productive. The second problem, however, is that even if we were

able to achieve a high degree of observer objectivity there are

differences between the realities of circumstances and events and

the subjective perceptions of these eotents by those persons parti-

cipating in the study as infoyments. In a study like this one

where we are as much concerned with the reality of events as we
are with the impact of ad ttitudes toward these events what is

missed in the observer approAch to documentation is the distinction

between the reality of circuTlycap,,es and participant's view and

interpretation of the:ri, civevm5nces we seek to objectively record.

A third problem having to do with documentation relates

to the selection of material to be recorded. Again, we are depen-

dent upon observers but also are very much limited hy the restraints

tLat resources and time place upon the documentation process. The

programs that we hrore studied are on-going programs some of which
involve processes which play themselves out over months and years,

yet our observation and efforts at documentation are limited to one

visit by the project coordinator and a three to five day visit by

the study team. TW.s strategy is heavily dependent upon the assump-

tion that those evAts we were able to observe and become familiar

with, through briet Interviews and observations, are reasonably

representative of the nature of the continuing program. Again, a

more appropriate, useful and productive approach to documentation

might be the placement in schools of several "participant observers"

who are continually involved with the program and with the process

of observation. However, this presents an additional persistent

problem in the case study approach: the contribution that observa-

tional and documentation themselves make to the change of a



program. It is impossible to place people in a dynamic situation,
either on a short term or long term basis and assume that they have
no impact on the situation. It is inappropriate to assume that
their mere presence does not in some way bias the activity, feelings
and reactions of people. These proems have not been adequately
solved in documentation research and have not been addressed in this
study. nat we have are reports of reasonably conscious field ob-
servers sought to record the contemporary status of the programs
they observed and through retrospective analysis to generate a
reasonably accurate picture of the process by which these programs
reached their current status.

Analysis

The analysis component of the documentation and analysis
paradigm is a relatively neglected strategy in field research. The
task of course is to attempt to generate, from descriptive material,
some concepts of and understanding of what has in fact occurred.
Much of the traditional work in this area has been approached fairly
informally, as is the strategy used to date in this study. However,
increasingly investigators are utilizing theoretical constructs
which guide documentation and analy:is in efforts at using the data
derived from observation to illustrate these concepts. These concepts
are then used to explain the evidence gained through observation. If

our current efforts at studying the way in which school districts
have responded to problems of ethnic diversity are continued, future
efforts at documentation and analysis will be organized around con-
cepts which may be developed based on the combination of the findings
generated from these pilot studies and the trends that may be iden-
tified in other desegregation research. In the study, as reported,
the efforts at analysis are primarily the product of staff debriefing
and brainstorming sessions in which persons intimately familia.' with
the data on the six school districts studied sought to generate
concepts by which their observations could be categorized or con-
ceptions of processes that were common to several districts. The goal
of analysis, in this study, was to generate guidelines by which future
practice could be influenced rather than developing new theoretical
constructs by which the current state of practice in this field can
be explained.

In addition to these problems that are peculiar to the
case study approach itself there were operational problems that were
encountered in the course of this study which should be taken into
account. A refererce has been made to the subjective bias of inter-

,
viewers. It is important also, as aforementioned, to discuss the
problems related to the subjective bias of persons being interviewed.
Obviously, as these case studies are read one needs to bear in mind
that although we sought to interview a variety of persons in each
setting and to reconcile differences between these interviewees by
represenflrg varied opinions, they do, nonetheless represent the
biases, opinions and impressions of the persons encountered in the



process of our observations.

Another operational problem has to do with consistemy and
and specificity of the data. Since the school districts studied
were selected because they primarily had features of their program
that were of interest to us, or because they were noted to be parti-
cul;:rly outading anc! not Lecause of their havin mot any system-
atic criteria with respect to data pool, we encountered districts
which varied greatly with respect to the nature of the data available.
Some districts had kept exceptionally detailed records of developments
so far. Some districts had devoted the time of their research and
evaluation staff to studying and recording developments. Other dis-
tricts had been primarily concerned with getting the job done and
had considerably less complete records. As a result, the data base,
utilized in preparation of case studies, lacked both consistency and
specificity across districts.

A third problem encountered had to do with the varia-
tions in the circumstances under which desegregation was initiated,
the timing of these processes and the status of the processes at the
time studied. In some instances we were observing voluntary desegre-
gation programs in other court ordered processes. In some cases
the programs we observed were less than two years old, in other
instances programs had been in cperation three or four years. This
lack of consistency obviously present problems in interpreting the
data and in generalizing across school districts. But, it also con-
tributes to the richness of the study in that the variety of circum-
stances under which the process has proceeded contributes to our
appreciation of the complicated nature of any major organizdtional
and value change in a social system.

Despite these and other methodological problems it is
still clear that if one is to understand school system changes like

those involved in ethnic desegregation and ethnic integration in
schools it is still clear that impact and status studies that have
dominated this field are less useful than studies that are more
sensitive to process. What has been attempted here is to disregard
for the moment, an examination of outcomes as reflected in pupil

achievement and to concentrate on a description of what people and

organizations are doing, what they feel about what they are doing,
and what appear to be the situational concomitants of the processes
through which they move or function. This study, which was funded as
a pilot study, should be built upon, redesigned and continued.

Snce, it is likely that from a larger number of carefully conducted

efforts at documentation of developments in this field we can direct

systematic efforts at generating new knowledge concerning the dynamics
of institutional change as well as understanding attitudinal and

behavior change of the members of those institutions.
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PREFACE

In May, 1974, a five member study team from Teachers College, Columbia
University spent four and one-half days In Birmingham, Alabama for the pur-
poses of (1) collecting information that describes the desegregation process
as it evolved, (2) interviewing principals, administrators, teachers, stu-
dents and community leaders relative to their impressions of the desegreg-
ation move and its impact, and observing random classrooms, hallways, caf-
eterias and playgrounds at tweve selected schools.

Given our time constraints and budgetary limitations we systematically
chose twelve schools from the more than ninety that serve the young people
of Birmingham. Our sample included schools (1) with an almost equal dis-
tribution of Black and White students, (2) those having both a sixty per-
cent Black and White population, (3) those having almost an eighty per-
cent Black and White enrollment, and (4) those that had all Black students
and several having an almost all White student body. Thus, our sample
allowed us to view a microcosm of the Birmingham school system.

We extend our gratitude to all school personnel, students and commun-
ity people who graciously gave us a part of their time. Special thanks are
extended to Superintendent Cody who gave us permission to come to Birming-
ham, to Dr. Matherson who coordinated our work and paved the way for our
kind of reception, and to Dr. Goodson who spent the four and one-half days
with us providing transportation, introducing us and keeping us on a rigid

schedule.



CHAPTER I

BACKGROUND

Description of Town and Demographic Data
1

In the 1840's iron ore, coal and limestone were found in a midlands

region of Alabama called Jones Valley. By 1860 plans had been made to

intersect a railway connection in this valley between Chattanooga in the

North and Montgomery in the South in order to exploit these vast mineral

deposits. The Civil War broke out and delayed these railway ties until

1870. A year later the area surrounding this junction was purchased by a

private corporation, the Elyton Land Company. Plots were established and

put up for auction. Additional spaces were reserved for churches, parks

and streets. The Land Company also decreed that the city to be built

would be calJed Birmingham in honor of "the best workshop in all of

England."

In December, 1871, the city received its charter and was inhabited by

approximately 1,000 people. During the succeeding 100 years its popula-

tion has grown to more than 300,000 and has come to be recognized as a

major industrial and medical center of the South.

When one thinks historically of Birmingham thoughts of slavery, in-

humane actions against Blacks, police dogs, fire hoses, civil rights

marches, and the bombing of a church in 1962 where four little Black girls

were killed are evokeá. It is the city that the late R2v. Dr. Martin

King, Jr. called "the most segregated city in America." These events

happened, and are truths of Birmingham's past.

One can easily advance the opinion that the treatment of Black citi-

zens up through the mid-nineteen sixties was directly related to the senti-

ments expressed by a majority of the community and the political leadership.

It is more difficult to speculate about the internal feelings and attitudes

of the general populace at present - it is conceivable that these old atti-

tudes persist with many - but a brief description of Birmingham's demograp)

and political leadership over the pz-3t ten years suggests that in relation

to its past it no longer deserves the reputation it gained in the late

1950's and early 1960's.

1The data included in this section are primarily taken from reprints of

articles appearing in the March 28, 1972, edition of the New York

Times, the June 10, 1972, edition of the Birmingham Post, Birmingham,

England and from an information packet compiled by Dr. W.C. Matherson

of the City School System.

2
The New York Times, March 28, 1972.
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Perhaps the turning point in the minds of the people was prompted by

1962 church bombing. For by 1967 the first Republican mayor ever was

elected. By 1971 two Black men had been elected to the city council as
well as a White female and two White male liberals. Since that time the

governing body of the city has been composed of a moderate-liberal major-

ity. One of the first acts performed by this new body was to appoint the

city's first Black judge. A Black and White group of leaders was formed

into a community affairs committee. They are credited for eliminating
the dual lines of progression for Blacks and Whites in the steel industry.

The political leadership of Birmingham has done much to improve the
living conditions in the city for its citizens and to bring in revenue.
This point is viewed as critical since we have witnessed the decay and
bankruptcy of many major cities and a number of smaller ones over the past

ten years. Quite often problems of White migration to the suburbs and the
transition of cities into an ethnic minority and a poor economic population
has been hailed as a major factor contributing to this decay, which has
consistently been linked to forced integration. In spite of being subjected

to similar conditions, Birmingham has achieved a higher level of economy

and prestige subsequent to desegregation. This progress is viewed as re-
markable when one considers the violent stancs taken by the community in
the late 1950's and early 1960's.

During the late 50's and early 60's Birmingham was in an economic de-

pression due to progressing automation in the steel industry. By contrast,

since the late 1960's, the city "has completed twenty sanitary sewer projects,

filled thiry-three open ditches and storm sewers, built three railroad over-

passes, installed 8,800 new street lights, torn down 2,173 abandoned dwellings,

opened nineteen new recreational facilities,...invested $556,000 in youth

activities,...has helped fund the new Metropolitan Development Board, and

has begun a rehabilitation program for jailed prisioners."3 Most of this

work was achieved because the voters passed a 50 million dollar bond issue

for public improvements in 1968, the largest in the city's history. By

1972 building permits had increased from $52 million in 1968 to $110 million

due to outside companies deciding to move or open branches here.

Also in 1972, twenty-three industrial plants were closed because they

had contributed to an especially foul period of air pollution. These com-

panies then announced they were undertaking expensive measures to combat

pollution.

Recently, several million dollars of construction has beert spent in

the building of several large hotels and two, skyscraper-like office buildings.

Birmingham's prosperity is obvious - the research team flew into a new

airport; stayed in a new hotel overlooking the new $35 million civic center;

walked along the newly refurbished main street with its wide, grassy, tree

and bench lined median while gazing into the beautiful buildings on each side

3Reprint from the Centennial edition of Birmingham Magazine, Decedbet, 1971.



of the street; and drove past 69,000 seat Legion Field, the home of a new
professional football team beginning in the fall of 1974.

Many feel that Birmingham will come to be known as an educational and
medical center rather than as a steel town. Presently, the seven higher
education institutions are attracting professionals who probably would not
have thought of coming here ten years ago. The University of Alabama in
Birmingham is becourrng a major institution in its own right and presently
employs the second largest number of people in the city, U.S. Steel is first.
The University Medical Center has come to be known as one of the nation's
best in its study and treatment of the heart. Projections suggest then when
this center is expanded it will be the most prestigious of its kind in the
country.

Back in 1972 the University of Alabama in Birmingham, with only a ten
percent Black enrollment, elected a Black student as its president. During
the week of our field study Alabama State University, a predominantly Black
school, conferred honorary doctorates on both Ralph Abernathy and Governor
Wallace at their commencement exercises.

Although Birmingham's future seems bright, it acknowledges that there
are problems yet to be dealt with. Some priorities include: a more pro-
fessional police force, increased measures for public safety, and a natural
expansion of city limits. Birmingham has experienced a flight to the sub-

urbs by Widte citizens; by 1972 the city population had decreased by 40,000.
Much of the land surrounding the city limits is owned by the steel industries
and they have been instrumental in delaying annexation. Were annexation
possible, more taxes would be paid by the industries as well as the people
living in those areas who would then be required to pay the city's occupa-
tional tax. Including Birmingham and its suburbs the population exceeds

700,000.

Because of its racial and cultural progress Birmingham was ramed an
All American City in 1971.

See following inserts for a more comprehensive listing of demographic
data relative to census information and public school information.

Description of the School District Prior to Present Desegregation

As desegregation has been in progress since 1963, during Aich time
three plans have been employed, only a brief statement is necessary to de-
scribe the school dist.rict prior to 1963.

Up to 1962 Birmingham operated a dual school system. That is, all

White studen.s went to designated White schools and all Black students
attended designated Black schools. The teaching staffs were divided in the

same manner. Of course the principals were of the same race as the schools

were designated. At the central administrative level there were no Blacks

filling a superintendent or assistant superintendent's position. A Black

did act as Director of Neuo schools. In essence, Birmingham was a house

completely divided along racial lines.

II -5
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Community housing was similarily divided. There were soffe large

areas with Black residents while there were smaller "pockets" of Blacks

adjacent to White housing areas. In order to serve both Black and
White students separately one might have found a large or regular sized
school for Black children in a heavily populated Black residential area.
But it was also common to find a small four to six room building put up
and staffed by four to six teachers Black "pocket" housing area. Thus,

much care was taken to prevent integration of children in public schools.

29
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t

p
u
b
l
i
c
 
s
c
h
o
o
l
 
w
a
s
 
o
p
e
n
e
d

f
o
z
 
a
t
t
e
n
d
a
n
c
e
 
o
n
.

M
a
r
c
h
 
1
,
 
1
1
4
7
4
.

T
h
e
r
e
 
a
r
c
 
n
i
n
e
t
y
 
s
c
h
o
o
l
s

t
o
d
a
y
 
o
f
 
w
h
i
c
h
 
s
e
v
e
n
t
y
s
e
v
e
n
 
a
r
c
 
e
l
e
m
e
n
t
a
r
y
:
:

s
c
h
o
o
l
s
 
a
n
d
 
t
h
i
r
t
e
e
n

a
r
e
 
s
e
c
o
n
d
a
r
y
 
s
c
h
o
o
l
s
.
'
"
'
-
'

B
O
A
R
D
 
O
F
 
E
D
U
C
A
T
I
O
N

T
h
e
 
B
o
a
r
d
 
o
f
 
E
d
u
c
a
t
i
o
r

w
a
s
 
f
i
r
s
t
 
o
r
g
a
n
i
z
e
d

b
y
 
t
h
e
 
a
d
o
p
t
i
o
n
 
o
f

a
n
 
o
r
d
i
n
a
n
c
e
 
d
a
t
e
d
 
J
u
l
y
 
1
0
$

1
8
8
4
.

P
o
l
i
c
i
e
s
 
f
o
r
 
t
h
e
 
s
c
h
o
o
l
s

a
r
e
 
s
e
t
 
b
y
 
a

C
o
a
r
d
 
o
f
 
E
d
u
c
J
t
i
o
n
 
n
o
w
 
c
o
n
s
i
s
t
i
n
g

o
f
 
f
i
v
e

m
e
m
h
n
r
s
 
a
p
p
o
i
n
t
e
d
 
f
o
r
 
f
i
v
e

y
e
a
r
s
 
o
n
 
a
 
r
o
t
a
t
i
n
g

b
e
s
t
s
.

T
h
e
y
 
u
r
e
 
a
p
p
o
i
n
t
e
d
 
i
n
 
!
:
a
r
c
h

b
y
 
t
h
e

C
i
t
y
 
C
o
u
n
c
i
l
.

l
h
e
 
B
o
a
r
d
 
o
f
 
E
d
u
c
a
t
i
o
n

n
e
e
t
s

t
h
e
 
s
e
c
o
n
d
 
a
n
d
 
f
o
u
r
t
h
 
T
u
e
s
d
a
y
s

o
f
 
t
h
e
 
m
o
n
t
h
,

a
t
 
2
:
3
0
 
p
.
m
.
,
 
i
n
 
t
h
e
 
B
o
a
r
d

B
o
c
i
a
,
 
A
d
m
i
n
.
 
B
l
d
g
.

2
0
1
5
 
S
e
v
e
n
t
h
 
A
v
e
n
u
e
 
N
.

B
i
r
n
i
r
g
h
a
n
,
 
A
l
.

3
5
2
0
2

T
e
l
e
p
h
o
n
e

3
2
3
-
8
5
2
1

s
U
P
E
R
I
N
T
E
=
E
N
T
 
O
F
 
E
D
U
C
A
T
I
C
N

T
h
e
 
f
i
r
s
t
 
S
u
p
e
r
i
n
t
e
n
d
e
n
t
 
o
f

S
c
h
o
o
l
s
 
w
a
s

a
p
p
o
i
n
t
e
d
 
i
n
 
S
e
p
t
e
m
b
e
r
 
1
6
8
3
.

T
o
 
d
a
t
e
 
s
i
x

s
u
p
e
r
i
n
t
e
n
d
e
n
t
s
 
h
a
v
e
 
b
e
e
n
 
a
p
p
o
i
n
t
e
d
.

T
h
e

S
u
p
e
r
i
n
t
e
n
d
e
n
t
 
o
f
 
E
d
u
c
a
t
i
o
n
 
i
s
 
a
p
p
o
i
n
t
e
d

by
t
h
e
 
B
o
a
r
d
 
o
f
 
E
d
u
c
a
t
i
o
n

-
a
u
 
i
s
 
a
 
n
o
n
v
o
t
i
n
g

m
e
m
b
e
r
.

H
e
 
a
c
t
s

a
-

t
h
e
 
s
e
c
r
e
t
a
r
y
 
o
f
 
t
h
e

B
o
a
r
d
,
 
c
o
n
d
u
c
t
*
 
a
l
l
 
c
o
r
r
e
s
p
o
n
d
e
n
c
e
,

a
n
d

a
d
m
i
n
i
s
t
e
r
s
 
4
1
1
 
B
o
a
r
d
 
p
o
l
i
c
i
e
s
.

T
h
e
 
S
u
p
e
r
-

i
n
t
n
d
e
n
t
 
a
s
 
o
f
 
O
c
t
o
b
e
r
 
1
,
 
1
9
7
3
 
i
s
D
r
.
 
w
i
l
m
e
r

S
.
 
C
o
d
y
.



;T
Ptilexm

 R
I:Q

U
IR

E
M

E
N

T
S

l
e
m
e
n
t
a
r
y
:
 
T
o
 
b
e
 
e
l
i
g
O
l
e
 
f
o
r
 
f
i
r
s
t
 
g
r
a
d
e
,

:
p
i
l
s
 
m
u
s
t
 
b
e
 
s
i
x
 
y
e
a
r
s
 
o
l
d
 
b
y
 
O
t
t
o
b
e
r
 
1

r
t
h
e
 
y
e
a
r
 
t
h
e
y
 
e
n
t
e
r
.

A
c
c
e
p
t
a
b
l
e
 
r
e
c
o
r
d
 
O
f

r
t
h
 
m
u
s
t
 
b
e
 
p
r
e
s
e
n
t
e
d
 
i
n
 
o
r
d
e
r
 
t
o
 
c
o
m
p
l
e
t
e

i
t
r
a
n
c
e
 
r
e
4
u
i
r
e
m
e
n
t
s
.

A
l
t
h
o
u
g
h
 
n
o
t
 
m
a
n
d
a
t
o
r
y
,

1
i
s
 
s
u
g
g
e
s
t
e
d
 
t
h
a
t
 
t
h
e
 
c
h
i
l
d
 
a
l
s
o
 
h
a
v
e
 
a

!
n
e
r
a
l
 
p
h
y
s
i
c
a
l
 
e
x
a
m
i
n
a
t
i
o
n
 
b
y
 
a
 
p
h
y
s
i
c
i
a
n
.

)
 
s
i
x
 
y
e
a
r
 
o
l
d
 
w
i
l
l
 
b
e
 
e
n
r
o
l
l
e
d
 
a
f
t
e
r
 
t
h
e

l
r
s
t
 
t
u
o
 
w
e
e
k
s
 
o
f
 
s
c
h
o
o
l
.

a
 
c
h
i
l
d
 
r
e
c
e
i
v
e
d
 
n
i
n
e
 
m
o
n
t
h
s
 
o
f
 
f
I
r
r
t

!
o
d
e
 
i
n
s
t
r
u
c
t
i
o
n
 
i
n
 
a
 
p
r
i
v
a
t
e
 
s
c
h
o
o
l
 
a
n
d

i
s
 
s
i
x
 
y
e
a
r
s
 
o
f
 
a
g
e
 
o
n
 
o
r
 
b
e
f
o
r
e
 
J
a
n
u
a
r
y
 
1
,

i
s
 
e
l
i
g
i
b
l
e
 
f
o
r
 
t
h
e
 
a
d
v
a
n
c
e
d
 
s
t
a
n
d
i
n
g

e
a
g
r
a
m
 
a
n
d
 
f
o
r
 
p
l
a
c
e
m
e
n
t
 
i
n
 
a
 
s
e
c
o
n
d
 
g
r
a
d
e

F
o
r
 
f
u
r
t
h
e
r
 
i
n
f
o
r
m
a
t
i
o
n
 
c
a
l
l

2
4
5
2
1
,
 
E
x
.
.
 
2
4
5
.

I
c
o
n
:
p
r
y
:
 
P
u
p
i
l
s
 
c
o
m
i
n
g
 
f
r
o
m
 
a
n
 
a
c
c
r
e
d
i
t
e
d

:
n
o
e
l
 
u
1
1
1
 
L
e
 
g
i
v
e
n
 
g
r
a
d
e
 
p
l
a
c
e
m
e
n
t

!
c
o
r
d
i
n
g
 
t
o
 
t
h
e
 
c
r
e
d
i
t
s
 
t
r
a
n
s
f
e
r
r
e
d
.

t
A
D
U
A
T
I
O
N
 
R
E
Q
U
I
R
E
M
L
N
T
S

,
e
s
e
 
;
.
r
e
 
m
i
n
i
r
u
e
 
f
o
r
 
n
l
l
 
s
t
u
d
e
n
t
s
.

O
n
e
 
u
n
i
t

;
 
e
q
u
a
l
 
t
o
 
t
w
o
 
s
e
m
e
s
t
e
r
s
:

Z
n
g
l
i
s
h

4
 
u
n
i
t
s

3
 
u
e
l
t
s

2
 
u
n
i
t
s

1
 
u
n
i
t

S
o
c
i
r
l
 
s
t
u
d
i
e
s

M
a
t
t
e
r
a
t
i
c
s

S
c
i
e
n
c
e

F
e
.
y
.
 
E
d
.
 
(
o
r
 
L
a
n
d

o
r
 
f
l
o
l
l
e
)

4
 
u
n
i
t
s

i
e
r
t
 
i
s
 
a
 
c
h
o
i
c
e
 
o
f
 
i
n
s
t
r
u
c
t
I
o
n
c
l
 
p
r
o
g
r
a
m
s
,

r
.
r
e
 
e
n
c
o
u
r
a
g
e
d
 
t
o
 
m
e
e
t
 
w
i
t
h
 
t
n
e

P
e
r
s
e
n
r
e
l
 
S
e
r
v
i
c
e
s
 
L
e
p
a
r
t
m
e
n
t
 
t
o
 
d
i
e
-

l
e
s
 
t
h
e
 
a
l
t
e
r
n
a
t
i
v
e
s
.

s
e
c
o
n
d
a
r
y
 
s
c
h
o
o
l
s
 
a
r
e
 
a
l
l
 
a
c
c
r
e
d
i
t
e
d
 
b
y

S
o
u
t
h
e
r
n
 
A
s
s
o
c
i
a
t
i
o
n
 
o
f
 
C
o
l
l
e
g
s
 
a
n
d

l
i
o
o
l
s
 
a
n
d
 
b
y
 
t
h
c
 
S
t
a
t
e
 
o
f
 
A
l
a
b
a
m
a
.

e
g
r
e
s
s
 
i
s
 
b
e
i
n
g
 
m
a
d
e
 
t
o
w
a
r
d
 
t
h
e
 
a
c
c
r
e
d
i
t
a
-

o
n
 
o
f
 
t
h
e
 
e
l
e
m
e
n
t
a
r
y
 
s
c
h
o
o
l
s
 
a
t
 
t
h
e
 
p
r
e
s
e
n
t

r
o
.

S
P
E
C
I
A
L
 
E
D
U
C
A
T
I
O
N

T
h
e
r
e
 
a
r
e
 
1
4
0
 
f
u
l
l
-
t
i
m
e
 
t
e
a
c
h
e
r
s
 
w
h
o
 
s
e
r
v
o

t
h
o
s
e
 
c
h
i
l
d
r
e
n
 
w
h
o
 
f
a
n
n
o
t
 
f
u
n
c
t
i
o
n
 
i
n
 
t
h
e

c
l
a
s
s
r
o
o
m
 
b
e
c
a
u
s
e
 
o
f
 
t
h
e
i
r
 
s
p
e
c
i
a
l
 
n
e
e
d
s

r
e
s
u
l
t
1
n
g
 
f
r
o
m
 
a
 
p
l
l
y
s
i
c
a
l
 
o
r
 
e
m
o
t
i
o
n
a
l
 
h
a
n
d
i

c
a
p
.

T
h
e
r
e
 
i
s
 
p
r
o
v
i
s
i
o
n
 
f
o
r
 
h
O
m
e
 
i
n
s
t
r
u
c
t
i
o
n

i
n
 
c
e
r
t
a
i
n
 
i
n
s
t
a
n
c
e
s
.

I
n
 
a
 
.
d
i
t
i
o
n
,
 
t
h
e
r
e
 
i
s

a
 
f
u
l
l
-
t
i
m
e
 
H
e
a
d
 
S
t
a
r
t
 
p
r
o
g
r
a
m
 
a
n
d
 
a
 
T
i
t
l
e
 
I

p
r
o
g
r
a
m
.

P
U
P
I
L
 
P
E
R
S
O
N
N
E
L
 
S
E
R
V
I
C
E
S

T
h
e
 
B
i
r
m
i
n
g
h
a
m
 
C
i
t
y
 
S
c
h
o
o
l

S
y
s
t
e
m
 
p
r
o
v
i
d
e
s

t
e
s
t
i
n
g
,
 
c
o
u
n
s
e
l
i
n
g
,
 
v
o
c
a
t
i
o
n
a
l
 
g
u
i
d
a
n
c
e
,

e
v
a
l
u
a
t
i
o
n
 
s
e
r
v
i
c
e
s
,
 
a
n
d
 
J
p
e
c
i
a
l
 
p
l
a
c
e
m
e
n
t

s
e
r
v
i
c
e
 
t
o
r
 
a
l
l
 
t
h
e
 
p
u
p
i
l
s
.

T
h
e
r
e
 
a
r
e
 
6
0

t
e
u
c
h
e
r
s
!
f
r
o
m
 
g
r
a
d
e
s
 
M
O
 
.
h
r
o
u
g
h
 
e
i
g
h
t
 
w
h
o

a
r
e
 
f
u
l
l
y
 
e
m
p
l
o
y
e
d
 
t
o
 
p
r
o
v
i
d
e
 
t
h
e
s
e
 
s
e
r
v
i
c
e
s

t
o
 
t
h
e
 
m
i
n
s
 
a
n
d
 
t
h
e
i
r
 
f
a
m
i
l
i
e
s
.

E
D
U
C
A
T
I
O
N
A
L
 
O
P
P
O
R
T
U
N
I
'
:
I
E
S

I
h
e
 
D
i
r
m
i
n
g
h
a
m
 
C
i
t
y
 
S
c
h
o
o
l
 
S
y
s
t
e
m
 
h
o
d
 
2
0

k
i
n
d
e
r
g
a
r
t
e
n
 
c
l
a
s
s
e
s
 
o
n
 
a
n
 
e
x
p
e
r
i
m
e
n
t
a
l
 
b
a
s
i
s

.

i
n
 
1
0
7
2
-
7
2
.

I
t
 
o
p
e
r
a
t
e
s
 
2
 
s
u
m
m
o
r
 
s
a
h
o
o
l
 
p
r
o
g
r
a
m
 
f
o
r

r
e
m
e
d
i
a
l
 
a
s
 
w
e
l
l
 
a
s
 
a
c
c
e
l
e
r
a
t
e
d
 
w
o
r
k
.

T
n
e
r
e
 
a
r
e
 
f
o
u
r
 
c
l
o
s
e
d
 
c
i
r
c
u
i
t
 
c
h
a
n
n
e
l
s
 
o
f

I
n
r
t
r
u
c
t
i
o
n
a
l
 
T
e
l
e
v
i
s
i
o
n
.

T
e
.
e
:
c
 
a
r
e
 
a
d
u
l
t
 
p
r
o
g
r
a
m
s
 
i
n
 
s
e
s
s
i
o
n
.

C
O
M
M
U
N
I
T
Y
 
S
C
H
O
O
L
S

e
o
m
m
n
i
t
y
 
e
d
u
c
a
t
i
o
n
 
i
s
 
t
h
e
 
c
o
n
c
e
p
t
 
o
f
 
t
h
o

e
x
t
2
n
s
i
o
n
 
o
f
 
t
h
e
 
r
e
g
u
l
a
r
 
s
c
h
o
o
l
 
d
a
y
 
w
i
t
h
 
a

p
r
o
g
r
a
m
 
t
o
 
s
e
r
v
e
 
a
l
l
 
t
h
e
 
p
e
o
p
l
e
 
o
f
 
t
h
e

.
7
o
m
m
u
n
i
t
y
.
 
T
h
e
r
e
 
a
r
e
 
t
h
r
e
c
 
c
o
m
m
u
n
i
t
y
 
s
c
h
o
o
l
s

i
n
 
o
p
e
r
a
t
i
o
n
,
 
W
o
o
d
l
a
w
,
 
A
v
o
n
d
a
l
e
 
a
n
d
 
W
e
s
t
 
E
n
d
,

w
h
i
c
h
 
o
f
f
e
r
 
c
o
u
r
s
e
s
 
a
n
d
 
a
c
t
i
v
i
t
i
e
s

t
o
 
m
e
e
t
 
t
h
e

n
e
e
d
s
 
o
f
 
n
1
1
 
a
g
e
 
g
r
o
u
p
s
 
i
n
 
t
h
e
 
c
o
m
m
u
n
i
t
y
.

F
o
r

f
u
r
t
h
e
r
 
i
n
f
o
r
m
a
t
i
o
n
 
c
a
l
l
 
t
h
o
 
W
o
o
d
l
a
w
n
 
C
e
n
t
e
r

a
n
d

a
s
k
 
f
o
r
 
J
i
m
 
F
e
l
t
o
n
.

T
E
A
C
H
I
N
G
 
S
T
A
F
F

A
t
 
t
h
e
 
p
r
e
s
e
n
t
 
t
i
m
e
 
t
h
e
 
p
u
p
i
l
-
t
e
a
c
h
e
r
 
r
a
t
i
O

i
n
 
t
h
e
 
e
l
e
m
e
n
t
a
r
y
 
s
c
h
o
o
l
s
 
i
s
 
3
0
 
t
o
 
1
.

I
t

i
s
 
P
r
o
j
e
c
t
e
d
 
t
h
a
t
 
i
n
 
t
h
e
-
 
s
c
h
o
o
l
 
y
e
a
r
 
2
9
7
3
-
7
4

i
t
 
w
i
l
l
 
b
e
 
2
8
 
t
o
 
1
.

I
n
 
g
r
a
d
e
s
 
n
i
n
e
 
t
h
r
o
u
g
h
-

t
w
e
l
v
e
 
t
h
e
 
r
a
t
i
o
 
i
s
 
2
2
 
t
o
 
1
.

T
h
e
r
e
 
a
r
e
 
s
i
x
t
y
 
g
u
i
d
a
n
c
e
 
t
e
a
c
h
e
r
s
 
w
h
o
s
e

r
e
s
p
o
n
s
i
b
i
l
i
t
y
 
i
s
 
t
e
s
t
i
n
g
,
 
c
o
u
n
s
e
l
i
n
g
,

p
l
a
c
e
i
e
n
t
 
a
n
d
 
e
v
a
l
u
a
t
i
t
i
n
 
o
f
 
e
d
u
c
a
t
i
o
n
a
l

p
r
o
g
r
a
m
s
.

T
h
e
r
e
 
e
r
e
 
s
p
e
c
i
a
l
 
t
e
a
c
h
e
r
s
 
(
1
1
.
1
4
,
 
r
e
a
d
i
n
g
,

a
r
t
,
 
e
t
c
.
)
 
i
n
 
a
l
m
o
s
t
.
e
v
e
r
y
 
s
c
h
o
o
l
.

T
h
e
 
t
o
t
a
l
 
n
u
m
b
e
r
 
o
f
 
t
e
a
c
h
e
r
s
 
e
m
p
l
o
y
e
d
 
i
s

2
4
5
2
,
 
o
f
 
w
h
i
c
h
 
1
7
7
6
 
h
o
l
d
 
b
a
c
h
e
l
o
r
'
s
 
d
e
g
r
e
e
s
v
,

6
2
8
 
h
o
l
d
 
m
a
s
t
e
r
'
s
 
d
e
g
r
e
e
s
 
a
n
d
 
4
8
 
h
o
l
d
 
A
A

c
e
r
t
i
f
i
c
a
t
e
.

U
SE

 O
F

S
C
H
O
O
L
 
B
U
I
L
D
I
N
G
S
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City Government and the School Board

Before describing the three desegregation plans it is well to describe
the structure and organization of the city government and its relation to

the school board as each of these bodies played a vital role in the desegre-

gation movement.

Ten years ago there were three comnissioners who ran the city. It was

during the time of the most violent racial conflicts that these individuals
and their system of government began to decline. Leadership changes then

began and a new form of government was initiated-municipal government which
resulted in a bi-lateral power structure of a mayor and city council. These

new leaders were described as social progressives who strived for equal treat-

ment for both races. The current mayor was one of the early members of the
city council that decided to open the schools under the first desegregation
plan in spite of the ensuing conflicts which were anticipated.

It has been indicated earlier that by 1971 there were two Black males
on the city council and a White female. The council appoints school board

members to overlapping five year terms. At present there are three White

board members and two Black. A Black male is currently serving his second

term and a Black female is in her first. Due to the fact that board members

are appointed by a progressive city council it is obvioui that school board

decisions also take on a liberal flavor.

The First and Second Desegregation Plans

The desegregation plan adopted in 1963 was the result of a voluntary

action taken by the school board. The table below illustrates the proposed
plan to desegregation two grades per year and the number of Black children

who attended heretofore white schools. This plan was implemented during

the school years 1963-64 to 1966-67.

TABLE 1

Black Students Enrolled in Predominantly White Schools: 1963-64 - 1966-67

School Year Grades Desegregated

Black Enrollment in White Schools
Elementary Secondary Total

1963-64 1-12 2 3 5

1964-65 1-11-12 2 7 9

1965-66 1-2-9-10-11-12 7 50 57

1966-67 1-2-3-8-9-10-11-12 115 246 361

Table 2 is a listing, by school, of the number of Black Students

who entered predominantly White schools from 1963-64 to 1966-67. This

table as well as the one above indicates that the movement to desegrate*

did not receive much impetus until the third year. There was'no move

to send White students to Black schools.

0-10
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VVV.. V.11G,
Phillips
Ramsay
West End
Wondlawn

1

2

3

1

10
13
3

6

V/
33
52
24

24

Total High 3 7 50 246

Elementary Schools 1963-64 1964-65 1965-66 1966-67

Brown 1 1

Bush 13

Eagan 1

Elyton 14

Graymont 2 2 6 42
Jones Valley Elem. i9

Kennedy 1

Lee 13

McArthur 4

Norwood 2.

Powell 2

Pratt 1

Elyton Charlanne PH 1

Total Elem. 2 2 7 115

Grand Total 5 9 57 361

Table 3 is provided to show the percentage of Black students errolled
in predominantly White schools during the 1965-66 and 1966-67 school_ years.
Note that in 1965-66 only .17% of the Black students atteaded predominantly
White schools, 1.05% in 1966-67.

The originally proposed plan for desegregation was nullified by a dis-
trict court order requiring Birmingham to utilize the "Freedom of Choice
Plan" in the 1967-1968 school year. This second plan lasted through the
1969-70 school year.

Birmingham is a partially desegregated school system. The above mentioned
LLIsons, White flight and private schools, accounts for much of this 25%.
In addition, remember that three-quarters of the city housing is involved
in a transition phase where Black families are moving into formerly White
neighborhoods. These facts are included without the intent of either in-
dicting or justifying the large percentage of all Black schools, but to
indicate that mobility seems to be such a factor at present that the



The court oder decreed that the parents of all students under fifteen
years of age and not yet in the ninth grade would be allowed to select the

school of their choice for their child to attend. Students in the ninth
grade or above and of fiteen years of age could select the school they
wished to attend. By this plan no Black or White student was required to
select a school of a racial composition other than his own. Iv addition,

no staff were to lose their employment, be discriminatorily icassigned or

demoted as a consequence of this court order. Another stipulation required

that all schools that remained open would be of equal quality. Periodic

reports to the court in order to demonstrate compliance was required of the
board of education. (A transcript of this decision is found in Appendix

A.) Although no specific instructions were given, dhe court recommended
that staff desegregation begin and that more than one member of the minor-
ity race (white or black) be assigned to the newly desegregated faculty.

(See Appendix B for a copy of the Feeedom of Choice form including
a listing of all Birmingham schools.)

TABLE 3

Total Enrollment Figures for 1965-66 and 1966-67

Total enrollment White and Black = 68,121

Enrollment in predominantly White schools = 34,217

Enrollment in Black schools . 33,904

Total = 68,121

Blacks enrolled in predominantly White schools 57

Blacks enrolled in the kvstem (33,904 + 57) or 33,961

% Blacks in predominantly White schools 57 -
= .17%33,961

FOR SCHOOL YEAR 1966-1967

Total enrollment White and Black 68,023

Enrollment in predominantly White schools 33,968

Enrollment in Black schools 34,055

Total 68,023

Blacks enrolled in predominantly White schools = 361

Blacks enrolled in the system (34,055 + 361) or = 34,416

% Blacks in predominantly White schoois 361 = 1.05%

34,416

0-12
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TABLE 4

Black Students Enrolled in Predominantly White Schools During Freedom of
Choice Plan

1958-69 1969-70HIGH SCIOOLS 1967-66

Banks 8 3 6
Ensley 181 122 110
Glenn 7 19 20
%Tones Valley 190 160 14o
Phillips 237 461 662
Ramsay 203 222 263
West End 71 72 103
Woodlawn 93 97 115
Homebound -- 8 7

Total High 990 1,164 1,426

ELMENTARY SCHOOLS 1967-68 1968-69 1969-70

Avordale
Baker
Barrett
Brown
'Bush
Gomez

2

7
6

. 14
185
18

5
7

16
154
6

5
13
20
202
4

Dupuy 24 155
Eagan 60 117 312
EIL ton 168 160 164
Fairmont 43
Gate City 1 29 123
Gibson 12 23 65
Glen Iris 48 85 '133
Gorgas 42 56 60
Graymont 444 495 527
Huffman 3 1 i

Inglenook 16 39 63
Jackson 10 17 72
jones Valley 100 132 162
Kennedy 52 67 52
Lakeview 51 85 121
Lee 44 55 63
)4,--Arthur 328. 1030 677
Minor 5 13 12
North Birmingham 7 17 51
North Roebuck 6 13
Norwood 7 33 41
Powell 37 77 in
Pratt 165 359. hoL
Robinson 1 3
South East Lake 1 4
Nilson 1 2 6
Wylam 47 . 52 84
Homebound 8 6
Speech and Hearing 4 12 17

'total Elementary 1,884 2,634 3,786
Grand Tatal 2,874 3,793 5,212

0-43 .. .
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Table 4 indicates the number of Black students, by school, enrolled
in predominantly White schools during implementation of the freedom of
choice plan. The increase in Blacks attending White schools took a
notable rise during this time compared to that of the earlier plan. In

1966-67 there were 361 Black students attending predominantly White
schools compared to 2,874 in 1967-68, thus indicating an increase of
approximately nine hundred percent. By 1969-70 there were 5,212 Black
students attending predominently White schools.

During the first year of freedom of choice Birmingham's pupil count,
as compared to the enrollment of exactly one year before, was down 1,231
of which 157 were Black. As 1,074 fewer White students were in attendance
1966-67, it seems that the exodus to the suburbs had begun. Since we
cannot affirm that other factors did not contribute to a flight from the
city, the previous statement should be interpreted with caution.

Table 5 illustrates tnat status of faculty integration during these
three school years. A quick glance reveals that Black faculty members
moved to predominantly White schools at a much more rapid rate than White
teachers to Black schools. Specific reasons for this disparity were not

revealed. However, we are led to believe that all transfers were voluntary.
(See Appendix C for a copy of Superintendent's letter to staff requesting
transfers. Also see Appendix D for a copy of a report on efforts to in-
tegrate staffs submitted to the court by the Board of Education. Appendix
E shows a copy of "Targets for the School year 1968-69" toward staff in-
tegration by the school board).

Table 6 shows the status of integration in the Birmingham Public schools
as of March, 1969.

TABLE 5

Faculty Desegregation Under Freedom of Choice Plan

1967-68 1968-69 1969-70
High Elem. Total High Elem. Total High Elem. Total

Black Teachers in
Predominantly White
Schools 11 20 31 22 89 111 23 103 126

White Teachers in
Predominantly Negro
Schools 3 3 11 38 49 25 51 76



TABLE 6

Status of Integration in Birmingham Public Schools in March, 1969

ITEM

No. Schools 98

No. Schools with Integrated Student Bodies 43

No. Schools with Integrated Faculties 80

No. Students in Schools with Integrated Faculities 58,443
No. Students in Schools with Integrated Student Bodies 28,731
Percent of Teachers as Members of Integrated Faculities 87.4%
Percent of Students as Members of Integrated Faculities 87.3%
Percent of Students as Members of Integrated Student Bodies 47.0%
No. of Blacks in Formerly All White Schools 4,092
No. of Whites in Formerly All Black Schools 3

No. of Schools without Integrated Faculities 18
No. of Schools without Integrated Student Bodies 55

To summarize Table 6, we find that less than half of the schools had
integrated student bodies by the end of fhe freedom of choice plan; approx-
imately 90% had integrated faculities as well as approximately 90% of the
students being in schools with integrated faculities. These figures do
not indicate the extent to which students within these schools were exposed
to a teacher of a different race. An estimate is that such opportunity for
exposure was minimal given the small number of faculty member employed in
schools where they represented a racial minority.
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CHAPTER II

Development and Description of Current
Desegregation Plan

In 1969 the United States District Court held freedom of choice to
be inadequate for the disestablishment of dual school systems and directed
Birmingham to submit a plan to the court, to be effective during the
1970-71 school year, which primarily called for the use of zone assignments
to end the dual system. The school board was also instructed to collaborate
with the U.S. Office of Health, Education and Welfare in the preparation of
such plan and to direct their efforts toward student and faculty assignments,
facilities, athletic and other school activities in order to make a conver-
sion to the status of a unitary system. Busing was hot a factor in this
directive as Birmingham employed no school transportation system.

The designated collaborator, representing the U.S. Office of Education,
was the Auburn University Center for Assistr.nce to School Systems with
Problems Occasioned by Desegregation. Jointly they developed the plan that
was submitted to the court on December 30, 1969. In an interview with an
assistant superintendent it was revealed that in addition to the select
eight member panel, these individuals worked on the plan in conjunction
with members of the NAACP and the Justice Department prior to presenting
a document to the court. A summary of the proposed plan, which was approved
by the court with modifications, follows.

Student Assignments. Birmingham continued to employ the same organiz-
ational structure consisting of elementary schools (grades 1-8) and high
schools (grades 9-12). Eight previously all Black elementary schools were
closed and the remaining 76 divided into attendance areas, and one previously
all Black high school was closed and the city divided into 13 high school
attendance areas. A provision was provided for majority-to-minority student
transfers at both levels; such right to transfer dependent on the capacity
of the receiver school. An additional provision allowed high school students
to transfer to a school offering a particular curriculum that was unavailable
in his designated school zone. TWelfth graders were allowed, if their
parents desired, to continue in the school they attended in 1969-70 in
1970-71. Finally, a small nubber of students from the county were allowed
to continue in particular city schools.

Faculty and Staff Assignments. The board's intention was to assign staff
so that 25-33 1/3% of each school's faculty would be in the racial minority.

Buildings and Facilities; Construction and Site Selection. The plan pro-
posed 18 improvement projects for elementary schools and six projects for
high schools in order to facilitate the achievement of a unitary school system.

School Activities. The plan merely provided for a merger of all school
sponsored functions, i.e. athletics, clubs, leadership groups, etc., insuring
equal opportunities.

Minor modifications were suggested-by the court but most were eventually
ruled inappropriate and concurred with the school board's proposal.
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(See Appendix F for a full copy of the court decision, Memorandums from
the Superintendent's office and the Division of Personnel relative to the
reassignment of faculties are found in Appendices G anri H).

Of interest at this point is to view total enrollment figures of the
Birmingham Public Schools from 1960 to 1973 in order to compare the number
of students enrolled prior to the first desegregation plan with enrollment
figures throughout the implementation of all three plans. Table 7 shows
the total student enrollment in the Birmingham Public Schools from 1960 to
1973 according to race. From 1960 to 1962 the White population remained
relatively stable while the Black population showed an increase of approx-
imately 1,300. With the beginning of the first plan in 1963 the White
enrollment dropped by about 850 while the Black enrollment increased by more
than 600. At this time there were approximately 2,500 more Whites than
Blacks in the Public School System. In 1967, the beginning of freedom of
choice, the Black population outnumbered the White by more than 1,000. By

the end of the freedom of choice option the Black students' enrollment ex-
ceeded that of the White by almost 4.000. During the current plan White
enrollment has decreased by more than 7,500 over the four years while the
Black enrollment has dropped by less than 200. Total figures over the 13
year period indicate a relatively stable Black population, varying by less
than 3,000, with an overall gain of almost 1,000. On the other hand, since
the first desegregation plan, there has been a steady decrease in White en-
rollment. Over the 13 year time span White enrollment has dropped by approx-
imately 17,000. With a combined racial attendance count we ..ind a total
school enrollment in 1973 of 15,700 less than in 1960. In 1960 the White
enrollment accounted for 53% of the total, whereas in 3n73 they accounted

for only 38% of the total enrollment. The greatest drop in White enroll-

ment coincide with the current plan, forced desegregation. Where these stu-
dents have gone is undetermined; however, it is felt that many moved to the
predominantly White suburbs while others attend one of the many private

schools.

Table 8 and 9 show enrollment figures over the 13 year period according
to elementary and high school levels. Considering that the ratio of grades
in the elementary schools is 2-1 compared to the high schools we see that
the attendance drops were comparable at both levels. Again, it should be

pointed out that other factors combined with school desegregation could
easily account for a part ef this withdrawal of Whites from the public schools,
i.e. escaping from the occupational tax, construction of freeways eliminating
housing property, etc. In view of these other possible factors one still
simply must.assume that forced integration in 1970-71 continues to be the
prime reason for the dramatic decrease in White enrollment over the past
four years.

Some of our field investif;ators larefully studied a map of the school
district that identified the schools as they functioned under the dual
school structure which, in addition, had the new attendance zones super-
imposed on the sJrface. By comparing formerly all Black schools, in terms
of size and location, with those still open and the racial corposition of
each, it is highly visible that Birmingham is in a transition phase in
housing patterns over almost three-fourths of the city. The eastern end
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of the :ity limits remains primarily a White community, whereas the
center of the city is heavily populated by Blacks and the western
section is rapidly becoming a Black community. It should be pointed
out again that although it would seem that many of the city's wealthier
residents have left, the city has become more prosperous. Perhaps the
business centers, recreation areas, and entertainment attractions are
continuing to pull in the money from suburbanites although they no longer
live within the city boundaries. This seems to bq an extremely important
factor; otherwise, the future of Birminghamwould be precarious.

TABLE 7

Total Student Enrollment for Birmingham Public Schools: 1960 to 1973

YEAR WHITE BLACK TOTAL

1973 20,934 33,907 54,841

1972 23,659 34,440 58,099

1971 26,246 33,990 60,236

1970 28,236 34,168 62,404

1969 31,406 35,145 66,551

1968 32,504 34,679 67,183

1967 33,800 34,814 68,614

1966 34,750 34,970 69,720

1965 35,657 34,957 70,614

1964 36,33? 35,449 71,782

1963 37,202 34,839 72,041

1962 37,645 34,207 71,852

1961 37,515 33,821 71,336

1960 37,610 32,959 70,569



TABLE 8

Total Student Enrollment in Birmingham Public High Schools: 1960 to 1973

YEAR WHITE BLACK TOTAL

1973 7,206 10,816 18,022
1972 7,965 10,833 18,798
1971 8,714 10,469 19,183
1970 9,169 9,939 19,108
1969 10,043 9,708 19,751
1968 10,055 9,147 19,202
1967 10,109 9,044 19,153
1966 10,324 8,905 19,229
1965 10,470 8,723 19,193
1964 11,383 9,322 20,705
1963 11,643 8,965 20,608
1962 11,368 8,327 19,695
1961 10,894 7,869 18,763
1960 9,900 6,641 16,541

TABLE 9

Total Student Enrollment in Birmingham Elementary Schools: 1960 to 1973

YEAR WHITE BLACK TOTAL

1973 13,728 23,091 36,819
1972 15,694 23,607 39,301

1971 17,532 23,521 41,053
1970 19,067 24,229 43,296
1969 21,363 25,437 46,800
1968 22,449 25,532 47,981
1967 23,691 25,770 49,461
1966 24,426 26,065 50,491
1965 25,187 26,234 51,421
1964 24,950 26,127 51,077
1963 25,559 25,874 51,433
1962 26,277 25,880 52,157
1961 26,621 25,952 52,573
1960 27,710 26,318 54,028
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A final point to consider here is the issue of faculty reassignments.
Table 5 (see chapter 1) indicated that in the last school year of Freedom
of Choice, 1969-70, there were 23 Black teachers in predominantly White
high schools and 25 White teachers in predominantly Black high schools;
in addition, there were 103 Black teachers in predominantly White elemen-
tary schools and 51 White teachers in predominantly Black elementary
schools. The school board, in its effort to integrate faculties under the
unitary plan, attempted to place equal ratios of Black and White teachers
in each school. (See Appendices G and H). An absolute equal racial ratio
has not been realized but the movement taward its achievement has been
positive over the four years of the current plan (See Appendix I for stu-
dent and Leacher membership counts from 1970-71 through 1973-74 according
to school).

Table 10 shows the number of White and Black teachers employed at the
elementary and secondary levels since 1970-71.

TABLE 10

Number of Black and White Teachers 1970-71 to 1973-74

Year
High School Elementary School Total Grand Total

Wht. Blk. Wht. Blk. Wht. Blk.

1970-71 440 407 735 808 1,193 1,215 2,408

1971-72 439 425 726 744 1,232 1,199 2,431

1972-73 430 421 762 764 1,192 1,185 2,377

1973-74 438 415 687 742 1,125 1,157 2,282

The above table indicates a relatively stable ratio, nearing the goal
of employing 50% of each race. Over thr four years we see that at the
high school level there has consistently been more White than Black teachers
and the reverse has persisted at the elementary.level.

4 3

11 -20



CHAPTER III

Process Leading Toward Implementation

The school board appointed committees to articulate the desegregation
plan to the community. Community leaders, administrative and faculty per-
sonnel served on all the various committees. It was reported that the commun-
ity leaders went to all sections of the city to hold "Rap-Sessions" with
the people in the various neighborhoods. In many instances this approach
helped in the transition to desegregation.

Local newspapers, churches and civic organizations pitched in and
supported the implementation of the desegregation plan. The Black news-
paper strongly supported the move; while the White press was favorable, it
justified its stance by proclaiming that such was the law and it must be
complied with. It was reported that many potential problems were squelched
by this same rationale. In essence, desegregation would be put into effect
in spite of protests, such was the law.

It is essential to understand the importance of the prevailing notion
that there was no alternative to the desegregation plan - compliance was
the only option. In the absence of alternatives, those who were dubious
and potential agitators remained neutral and no significant issues arose
to be used as a vehicle around which to rally opposition.

In the phases of information giving and preparation of the community,
staff, and students there was an absence of community involvement. Decisions
and plans were set at the highest level and all informatioo was released
internally; there was no external input.

Preparation of Staff, Students and Community

To properly service the faculties, staffs, students and parents of
a community and system this large in preparation for desegregation is
obviously a task of monumental proportion. In the discription which
follows of the human relations program that was implmented, the reader
will see that too few were directly effected. Federal aid was grante0
to help carry out the human relations activities. (A time chart iden-
tifying the.activities that were proposed and implemented during 1970-71
follows).

The pre-desegregation in-service human relations training involved
individuals from four population groups and was held during June of 1970.
Consultants from Auburn University helped in the design and implamentation
of these workshops.

The first training program included approximately 125 principals,
supervisors and program directors. These individuals were exposed to
group techniques and worked toward the identification of potential prob-
lems and a means to deal with such problems. (See Appendix J-1 for an
outline of activities).

4 4
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The second in-service program included approximately 500 staff members
from the 89 schools; they were designated as the School Leadership Croup
and charged with the responsibility of coordinating human relation programs
at the building level. (See Appendix J-2 for an outline of activities).

A third workshop was designed for 100 high school students representing
the 13 high schools. This workshop was directed toward the development
of activities to facilitate interracial understanding. Some were: a plan
for welcoming and orienting new students; making posters and slogans, wrf' ing
songs, poems and jingles to create better interracial understanding among
students, (See Appendix J-3 for an outline of workshop activities).

A final workshop was conducted for approximatley 200 P.T.A. members and
P.T.A. council officers. These sessions were oriented toward learning to
work together, how to prepare communities to accept change, strategies for
breaking down racial barriers, and exposure to teachers who had made a
successful transition in schools where they represented a minority. (See
Appendix J-4 for an outline of workshop activities).

A final pre-school activity in human relations was conducted in August,
1970. Over a five day period pr'grams were conducted in individual schools.
The nature of these activities varied according to the preferences of the
leaders at the building level. (See Appendix J-5 for an outline of pro-
fessional activities).



CHAPTER IV

Programs and Practices Incident to
Desegregation

As discussed in the second chapter, the primary goal in Birmingham

was to develop a unitary school system. This included a plan to 1) zone

students so that practically all schools would be desegregated, 2) re-
assign teachers so that approximately a third, Of each faculty would be
represented by the racial minority (either Black or White), and 3) that
all student activities, clubs and athletics would be a a unitary offering.

As a consequence of devising attendance zones nine formerly all
Black schools were closed, eight elementary and one high school. For the

most part those schools were the smaller ones that had serviced the small

pockets of Blacks living adjacent to White neighborhoods. However, since

1970 two of those schools have been reopened due to an annexation and

population shift.

The vast flight of Whites to the suburbs and the enrollment of others

in private schools has already been described and illustrated by a table

showing student enrollment by race since 1960 in Chapter II. Also,

Appendix I shows enrollment by race since 1960 in Chapter II. Also,

Appendix I show enrollment figures by school since the inception of the

unitary plan. The obvious question is: To what extent are the Birmingham

Public Schools now desegregated? Table II indicates student enrollment
figures taken from an.attendance report of October, 1973.

TABLE 11

Black Enrollment in Birmingham Public Schools by Percent: October, 1973

Number having Bladk Students er7olled within the
Indicated Percent Ranges

Percent Range High Schools Elementary Schools

0-25% 2 20

26-,50% 2 12

51-75% 4 4

76-100%
51 422

1. Two had 100% Black enrollment.
2. Twenty-one had 100% Black enrollment.

Since twenty-three schools have All Black enrollments we finerthat

25% of the schools are not desegregated, thus, in a technical Sense,

11-24
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Birmingham is a partially desegregated school system. The above mentioned
LLIsons, White flight and private schools, accounts for much of this 25%.
In addition, remember that three-quarters of the city housing is involved
in a transition phase where Black families are moving into formerly White
neighborhoods. These facts are included without the intent of either in-
dicting or justifying the large percentage of all Black schools, but to
indicate that mobility seems to be such a factor at present that the
school board is rendered unable to desegregate all schools through a zone
plan. In any event, the dual school system ceased to exist in 1970-71.
However, the table indicates a better representation of racial distributions
at the elementary level, perhaps due to their being more conveniently
located than the high schools. Whereas 59% of th: elementary schools have
more than a 50% Black enrollment, 69% of the high schools have more than
a 50% Black enrollment. Recall that it is possible for a high school stu-
dent to transfer to a school out of his zone if it offers a curriculum
that is not offered in his zoned school. Another means employed to obtain
a transfer is for the parents to obtain a medical or psychologizal recommend-
ation that their child's physical or emotional hea7th requires that he/she
be placed in a different school.

Administration and Faculty Ratios

As mentioned in Chapter II, Birmingham chose to assign faculty members
at equal ratios it each school. Table 10 clearly indicated an unequal but
positive effort at achieving this goal. In many instances there is an
uneven assignment of teachers at the various schools. When such is the
case an effort is made to comply with the policy of filling the odd position
with a teacher of the same race as the majority of students at that school.
Teacher enrollment figures from 1973-74 indicate that this policy is
probably followed at the elementary level but not at the high school level.
It was indicated that in instances where teachers were needed in special
academic areas, but no acceptable applicant was available from the preferred
race, exceptions were made. It was reported that this had presented no
problems. Principals are assigned to schools based on their being of the
same race as the majority of the students; so are clerical workers. Although
some principals resigned, this act created no problems or loss of jobs. No
data was secured that permitted us to verify that all principals are currently
assigned according to the policy statement.

Up to the time of the move to a unitary school system there were no
minority assistant superintendents, just a Director of Negro Schools. Cur-
rently there are a few at the assistant leve:, and in supervisory positions.
No specific data is available.

When teachers were reassigned a few never reported to work while others
reported to their former schools. Since there was no way to legally contest
the reassignments most reported to their new assignments within a few days.
Some teachers who proved it a hardhsip were reassigned, usually to a school
where they were in the racial minority. Transfers were allowed if the
teachers would accept assignments to schools where they would be in the
minority. Attrition has been no problem as there are plenty of applications
on file at the personnel office.

4 8
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Although we, as a research team, cannot report on the equity in re-

.signing teachers based on an equal distribution of quality throughout

_he system, we can report that in one all Black elementary school that

we visited all the seventh and eighth grade teachers were social studies

specialists. Whether this was an exception or a frequent practice was

undetermined.

Grouping Patterns

Grouping patterns were observed in several ways. In-class observa-

tions allowed us to count the enrollment by race,..,and interviews with

teachers, students, principals and counselors permitted us to ask if

students were ability grouped and whether they were allowed to choose

their courses at the high school level.

At the elementary school level 29 teachers and 9 principals were

inierviewed. Amazingly, 77% of the teachers said ability grouping was

utilized, only 22% of the principals admitted to this practice. The

teachers said that they grouped children most often in reading and less

frequently in math. Primarily, the basis for grouping was the use of

scores from standardized achievement tests. Those teachers who did not

group students were generally first grade teachers. A few, as well as

most principals, said that ability grouping had been used previously but

had not seemed to serve a useful function and had been discontinued.

What could have been a reason for the above discrepancy lies in how

teachers and principals might have interpreted the term ability grouping.

Our observations generally indicated a good mixture of students in class-

rooms, racially. Perhaps students are assigned to classroons hetergeneously

by the principal but the teachers group within this general heterogeneous

assignment for particular subjects.

Seventh and eighth grade students in .the elementary schools take sub-

jects just as high school students do. Although their math and reading

teachers generally refer to each class as having relatively higher or

lower abilities, they tend to view the students as having a rather heter-

ogeneous pattern of abilities. At this level the students have no choice

of courses, all are required and the curriculum is not diversified.

Table 12 shows the, number and percentages of Black and White students

in the elementary classes we observed. The figures reflect the students

present in each classroom during our observations, not the b3tal enrollment

figures. Only twenty classroons are included; two schools, ond with an

all Black and the other an all White enrollment, are omitted., ::Thus

Table 12 includes observations in 7 elementary schools acrosSost grades.

Notice that the ratios of Bladk and White students vary a great deal but

reflect the microcosm of racial distributions we ohose in dursample. .

At the high school level all schools tided a type Of ability-grouping

known as tracking. However, tracking was more in.terns of offering cur-

riculum that was appropriate for eadh of.the three'diplomaprOgranis -

Academic, General and Business. Thegeneral opinion was:offered-that most
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TABLE 12

Racial Distributions of Elementary School Classrooms Observed

Grade Total No. No. White Percent White No. Black Percent Black
Level Students Students Students Students Students

2

2

2

3

3

3

4

4

4

5

6

6

7

7

7

8

8

8

Sp.Ed.

Sp.Ed.

14 0 00% 14

21 5 24% 16

20 15 75% 5

21 4 19% 17

30 17 57% 13

21 5 24% 16

18 17 94% 1

24 14 58% 10

25 11 44% 14

21 6 29% 15

28 22 79% 6

25 18 72% 7

20 10 50% 10

22 6 26% 16

24 11 46% 13

26 15 58% 11

21 9 43% 12

25 5 20% 20

13 10 77% 3

10 6 60% 4

(A)

100%

76%

25%

81%

43%

76%

16%

42%

56%

71%

21%

28%

50%

74%

54%

42%

577

80%

23%

40%

(A) This class was for low readers in a 76% Black School.

50
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students entered high school with an understanding of which program they

would eventually enter based on their awareness of their abilities. The

ninth grade served as a final opportunity for students to recognize their

abilities and make a decision as to which diploma program they would pur-

sue. Since students are enrolled in English and Math classes at the ninth

grade level according to achievement test scores and teacher recommendations,

it would seem that those wishing access to the college preparatory program

are predetermined to a great extent prior to the tenth grade in that they

have been placed in classes deemed commensurate with their ability. There

is much research evidence that suggests students become aware of and inter-

nalize feelings of academic ability from the level of their placement, thus

many must be locked into the general or business programs during the ninth

grade. The term tracking is applied with reference to the three diploma

programs in that the curriculum content varies with each program and is

designed to correspond to the substance required for focus in each.

One of the high schools ue visited had an approximately 50/50 racial

ratio, one all Black and one 95% White. Since observations and information

collected in the two latter cases were devoid of racial findings they are

excluded in the remainder of this discussion.

In the high school with an approximately equal racial distribution it

was found that an estimated 20% of the students were in the business pro-

gram, 50% in the general program and 35-38% in the academic program. Some

estimates obtained through interviews suggested that no more than 5% Black

students are in the academic curriculum. Also classes in ROTC and food are

almost all Black while classes in Trigonometry, Physics and Chemistry are

almost all White. Interview data also indicated that there are more Blacks

in basic courses (general curriculum) than Whites.

Given the above information we can conclude that by a process of selec-

tion through the use of grouping, Black students are disproportionately

placed in lower tracks and remain there, at least in this school. And also,

being aware of their placement in lower tracks, Black students select a gen-

eral or business program. Such a procedure is doing very little to offer

Black students an opportunity to experience an education that would en-

courage them to seek access to vocations offering the material comforts and

rewards associated with middle-class American ideals.

We must also conclude that the five classrooms we visited in this high

school were filled with students in the general program (see Table 13 below),

based on tHe percentages of Blacks and Whites observed.

In our observations of general classroom seating arrangements we found

that Black and White students were not segregated. However, in the few

classrooms where we observed reading groups (primarily at the elementary

level) we saw much evidence of resegregation.

It should be noted that disproportionate racial representation in

higher and lower tracks and in reading and math groups does not seem to

be intended as an act of resegregation. Similar procedures were followed

11-28
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TABLE 13

Racial Distributions of Students Observed in One Integrated High School

Class

Total No.
Students

No. White
Students

Percent White
Students

No. Black
S_udents

Percent Black
Students

Eng. Lit. 24 9 37% 15 63%

Soc. Stud. 26 15 58% 11 42%

Geometry 27 14 52% 13 48%

Algebra 17 9 53% 8 47%

Library(A) 23 9 39% 14 61%

(A) For our purposes the library is a learning setting equivalent to that
of a classroom. The ;.2g71.4_:7.Lzant observation here was that all of the students
had completely segrecri themselves by race in their seating and interaction.

in schools having all Black and all White student bodies.

CURRICULUM

In the area of curriculum modifications, which accompanies desegregation,
there was no apparent structure nor were guidelines provided. There was
marginal evidence of supplying texts with multi-ethnic characters and themes
and a few high school courses were primarily oriented toward Black History.
Two observations of critical importance were made at the elementary level.
(1) There is a tremendous disparity across schools in the quality of facil-
ities and instructional materials; for ehe most part textbooks are very old.
It seemed that the greater the minority enrollment the greater the disparity.
The superintendent, who is relatively new, recognizee this problem and is
aware of the fact that there is a disparity in the allocation of funds.
(2) Such contrasts, as mentioned above, are permitted with relative frequency
because, in general, elementary schools in Alabama are not required to be
accredited by a regional evaluation association. However, a movement toward
accreditation is now in progress. In order for the elementary schools to
meet the requirements of the accrediting board, all must pass minimal stan-
dards in terms of instructional supplies and materials, irk-service plans,
long range aducational goals, staff development, adequate space for maximum
enrollment, etc. By undergoing the process of accreditiation the elementary
schools will have to meet acceptable standards and thus upgrade the overall
level of their quality. Therefore, an equalizing effect will have to come
and funds will have to be allocated on a needs basis.

EXTRA-CURRICULAR ACTIVITIES

Participation of Black and White students in extra-curricular activities
was examined at the 7th, 8th and high school levels. All data colle,d
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through interviews with students, teachers and principals. Thus the

following description is impressionistic rather than absolute.

At the elementary school level the only activities identified were

sports related, with the exception of class elections reported in one

school. In the case of the latter the principal decreed that -:lass
officers would be racially mixed. The general feeling was expressed that

more attention should be given to establishing activities that promote

social experiences for Black and White children.

The extent to which school aletic teams played each other was

approached ambiguously. It seems that teams do play each other on ar
interschool basis but this program is more related to initiation at the

building level than as a result of central administration policy or planning.

There are no elementary school football teams. These are provided through

the Parks and Recreation program. It was interesting to note that in two

schools having a 55% White enrollment one had two Black and the other had

three Black members on the basketball team while in a 55% Black school

there was only one White basketball team member. This observation reflects

the trend in schools having more or less of one race than the other with

regard to basketball. Track teams are racially mixed. Soccer and badminton

are predominantely White. One school having a 55% White enrollment had no

Blacks on the softball team. Another sfzhool having a 55% White enrollment

but a Black female coach had very few White girls on the volleyball team.

Our observations and interview data suggest that the majority race

predominates athletic teams and the race of the coach also has a great

influence on a team's racial make-up.

In the high school having less than 5% Black students the following was

reperted. There are no Blacks on the basketball or football teams. There

are no Black cheerleaders. The track team has a few Black members. It was

indicated that a few Black boys went out for basketball but didn't make the

team. There are a few Black students on the yearbook committee and in the

dramatics club. Also, a few Blacks are on the Teen Board - a cooperative

program where students work and model clothes in department stores. Another

finding was that no Black students hold a student council office or are

officers in clubs.

Reporting or extra-curricular activities in the high school with an

approximately 50/50 racial distribution (actually more Blacks than Whites)

should be prefaced by stating that one should not.generalize the following

findings to other integrated high schools in Birmingham as they differ

greatly in their demography. This school, for example, was formerly all

white and has made a transition from having a highly regarded academic

reputation to one having a qualitative reputation below the mean. Many

Black families have moved into the school zone while the poor White

families have remained. Thus the economic strata in this school population

is predominately representative of the lower-middle income level.

This high school has a Black student body president. Clubs, organiza-

tions and athletic teams that are racially mixed included the Y-Teen group,

Driver Education Club, Cheerleaders, Rocket Club, Junior Red Cross (officers
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mixed also), Choir (mostly White), ROTC (70% Black but has White officers),
Honor Society (2/3 White), Shop Club (mostly White, an unusual finding),
Drama Club (predominantly Black), football and baseball teams. The Pep
Club and basketball team are all Black.

Social and Friendship Patterns
of Faculty, Staff, and Students

Data reported in this section gleaned from interviews with principals
and teachers. Interview leads only required the respondents to express
their perceptions. It should be noted that the data pool was comprised
of 12 principal interviews and 40 teacher interviews.

Student Interaction

At the elementary school level the principals' impressions greately
coincided with our observations; namely, that children mixed well in the
classrooms and on the playground but not in the cafeterias. The following
are some examples of typical responses:

"Kids don't even think Black and White this year." and
"They may segregate in the cafeteria, but they do intermis
on the playground."

Principals' observations at the two desegregated high schools follow:

"Almost no mixing extra curricularly" (attributed to the fact
that Blacks have not chosen to participate). and "I'm especially
proud of the way students here basically conducted themselves and
the way they get along."

The 29 elementary teachers tended to give posItive comments on the
student's interaction. However, as a whole, their observations did include
a wide range of responses. The comments cited below illustrate their answers;
and it should be noted, there was no tendency for Blacks or Whites to express
any point of view that could be attributed most often to either race.

"I see Blacks and Whites walking down the hall together."
"White children will nominate Black children for class offices
but the reverse is not true."
"Some White boys imitate the dress style of popular Black boys."
"This week is 'Good Citizen Week'. Ny class elected a Black girl
and a White boy."
"The students interact quite well. Black students argue a iot.
among themselves. White students occasionally call the Blacks
'niggee."
"Children play together and eat together."
"Small children toting prejudices from home. Many White children
don't want to play with Black children."

Teacher opinions at the senior high level seemed to be more positive
and general in content. They made comments such as:
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"They group themselves along racial lines but they get along
very well."
"Student interaction is good and very much improved."
"There are always exceptions but students get along well in
this school. However, they tend to polarize themselves."

To summarize, with respect to our sampling of teachers and principals
from a few schools, it appears that students do interact in the classrooms
and on the playgrounds better than in the lunchrooms. And at the social
level they tend to group among themselves. It was reported that more open
expressions of prejudice appear at the earlier grades as a result of home
prejudice being brought to school. And everyone seemed to feel that racial
interaction has continued to progress in a positive direction; however, it
is noted that the word friendship was excluded from the commeuts offered in
response to patterns of racial interaction among students.

Staff Interaction

With only a few exceptions almost all principals and teachers felt that
racial interaction among staffs was good in the respective schools but that
such interaction did not extend beyond the schoal itself. It was reported
that in one school there had been family parties including both races and
mixed baby showers. At the-1r assigned schools teachers are reported to work
well professionally, but at tvo of the buildings Black and White teachers
have gradually come to use separate lounges. Only one interviewee indicated
that teachers in her school had little professional interaction. It is
apparent that although more than 95% of the principals and teachers viewed
staff relationships as good there is a great deal of variance expressed in
the content of the word good. Our impression is that Black staff are more
willing to extend the current status of racial interaction than are the
Whites, and as a result of.the present conditions Blacks seem more uncom-
fortable and disenchanted with the nature of the interaction.

It was also learned that for the most part teachers and students of
the same race tended to have better interaction than cross-racially.

In addition to asking about staff interactions, principals and teachers
were asked what their schools do to promote racial interaction among them-

selves and students. A vast majority said their schools did "nothiug."
A few suggested that racial interaction took place through athletic teams
and clubs which had been in existence before desegregation. Only one school
indicated that through assemblies directed toward the theme of character
building had there been any suCh efforts, and this at the student level.
An additional few indicated that interracial relations should develop through
experience and that intentionally designed programs are often counterpro-
ductive.

Equality of Student Discipline

Since an important aspect of equality of educational opportunity is that
of the right to be treated equally as human beings, the study team sought to
collect the impessions of advisors, principals, teachers, counselors and



students relative to the consistency or inconsistency of disciplinary
measures as applied to students ,F each race.

It is noted that the boy's advisor in the most integrated high
school of our study stated that one more White than Black student
had been suspended during the school year. This information was not
collected at the elementary school level.

It seems that there are no specific guidelines or codes of stu-
dent conduct established for the entire system. Therefore, varying
degrees of conduct codes exist among the schools. As a consequence
of desegregation administration of corporal punishment has become a
system-wide policy. That ts, only principals may administer paddlings
at the elementary level, n1 longer are teachers able to render this
type of punishment. At the high school level the boy's advisors are
given the same authority.

Teachers on Discipline

Teachers were asked whether discipline and conduct codes were
applied consistently across races.

In all instances the high school teachers felt that students were
treated equally and fairly (this applies in both Black and White teacher
interviews). At the well integrated high school teachers indicated that

' discipline problems were sent to the student advisors; problems are not
racial, fights most often occur within races; and older students create
more problems. In the predominantly Wbite high school, teachers commented
that treatment of students is fair; discipline codes are applied equally;
the degree of discipline depends on the incident, e.g. boys are suspended
for smoking, girls are usually given detention for the first offense;
vandalism and heavy drugs are usually the biggest problem with White boys;
discipline is primarily left to the classroom teacher, then to the student
advisors, and at the highest level to the principal; Black students present
no unusual problems. At the all Black school teachers reperted the follow-

ing: discipline problems tend to be personal, not racial, e.g. Black
students who give trouble to White teachers also give trouble to Black
teachers; sometimes White teachers have discipline problems with Black
students; and, if White teachers are too nice they have difficulty dis-
ciplining Black students.

Some random samples of teacher comments on student discipline a"- the
elementary school level follow: "White teachers have difficulty in o.Ls-
ciplining Black kids," "There is too much favoritism for Blacks," "Not
much of a problem for me, but problems with discipline have increased
since corporal punishment was forbidden," "White stujents require direct,
immediate attention...Black students need a lot of help in coping with
home problems," "Discipline is more difficult with Blacks. I can't com-

pensate for home instilled behavior."

Counselors on Discipline

Counselor responses are only represented at the high school level
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as there were no elementary counselors in the schools the study team

visited. Comments showed little variance across schools. Some were:

"Blacks feel Whites get preferential treatment in terms of discipline,"
"There are few racial problems," "The ninth graders seem to have an ad-
justment problem," "There are no problems between students and teachers -
not even White teachers and Black students. I have not seen White
teachers afraid of Black students," "Drugs predominate in this area."

Students on Discipline

A group of Black and White students in each of the three high schools
and in two of the elementary schools were asked whether rules and discipline
were equally enforced at their respective schools. In general the students
indicated equal treatment. However, views were not always consistent.
The high school students gave the following responses: "Black students
get away with stuff the White kids would be suspended for, e.g. fighting
in the cafeteria," "Drugs is the biggest problem and it's getting worse,"
"Advisors should advise not give out discipline," "There are quite a few
pregnant girls and pot smoking, but the situation is getting better than
last year," "A few Black and White teachers have problems disciplining
students, iL's an individual teacher thing."

Students inte'rviewed in the elementary schools gave answers similar
to those of the high school students - when asked about equality of dis-

cipline they tended to talk about behavioral problems more than the dis-
ciplinary action. Some examples of their responses follow: "There are

some Black-White fights but they're not racial fights," "Both the Black
and White students call each other names but Miss "Smith" makes them
apoligize," "There are lots of fights between Blacks and Whites," "Some
Black students say that White teachers are always hollering at Blacks -
But that is not true."

Advisors on Discipline

Bcys' and girls' advisors in each of the three high schools were
asked about the nature of discipline administered to the students and their
view of how fair such disciplinary actions were received by students of
both races. Some responses follow: "This year I get a lot of coopera-
tion from Black students, they accept their punishment alone with everyone

else. Last year they were looking to see if they were going to be treated
fair," "The major discipline problems have to do with students cutting
classes, or being considered insubordinate to teachers. There are con-

stant comments about a child being disrespectful over very minor affairs.

Teachers seem to push too hard on insignificant issues," "Truant cases

are the greatest problem," "The students don't care for science and English

and take it out on these teachers. In the science department the problem
is mostly between the Black students and the White teacher," "The major

problem is that the Black girls are belligerent and the matriarchial system

is the cause," "This year we can talk about problems without it being racial."

Principals on Discipline

The following are examples of typical comments by principals on stu-



dent discipline. They are so homogeneous that it is not necessary to
separate responses of elementary school principals from high school
principals. "Discipline is nondiscriminatory. The girls are more of a
problem than boys. Black girls are less submissive than White girls.
The majority of the problems are non-racial fist fights, Black or Black
and White on White. Mixed fights don't appear to be over racial matters,"
"Major discipline problems result from outsiders, 18-21 year olds, who
are not in school. There is a problem in not being able to police the
grounds," "My biggest problem is class-cutting. My teachers are becoming
too lax and not caring about the whereabouts of kids," "Not only is it-
true that many Whites cannot handle Black kids, but it is also true olf

Black teachers. However, I do think that more Whites have that problem
than Black teachers," "The major problems are cutting class and smoking
cigarettes, there is only a trace of drugs and drug problems are not a
concern since it doesn't happen on school property," "Most of my problems
are trifleness, like talking in class. And most problems came from kids
just moving into the district. One or two teachers have sent dispropor-
tionate numbers of Blacks in for misbehavior. I talked to the teachers
about it," "We have no big racial problems as far as integration. I'm
determined that children treat each other with respect. I'm a Christian
and I demand that everyone be treated with respect," "We do have some
problems...I believe in building a behavioral contract with a child after
talking to that child. On the third time the child is brought into the
office, he gets paddled. We will refer the child to the Board only in
extreme cases. Visiting teachers are usually very effective."

SPECIAL FUNDED PROGRAMS

Special funds were provided for the human relations training pro-
gram for the 1970-71 school year which has been described elsewhere in
this study.

In addition, Birmingham Public Schools receives Title I funds to
support educational programs directed at children with special educational
needs. On page XXXIV and XXXV, the 1972-73 report, submitted by the
Birmingham School District, is provided to describe the nature of those
services provided with Title I funds. If other specially funded programs
exist within the district they were not identified.

Student Achievement

The recent past has produced evidence that many factors other than
innate intellectual potential influence student's performance on stan-
dardized achievement tests. Page XXXVI represents an example of how one
educator in Alabama has attempted to account for some of these "other"
variables when comparing Alabama student achievement results with that of
the national norm sample. Note that four variables contro/ economic
status while the other accounts for the ratio of Whites and Blacks. It

is well known that income level of individuals and communities is highly
related to social status and opportunities for upward mobility; also,
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SUMMARY REPORT OF TITLE I PROJECT, ESE,", P.L. 89 - 10

1972 - 1973

Name and address of Local Educational Agency Telephone number:

Birmingham Public Schools 323-8521

2015 7th Av nue, North Ext. 245-246-247

Birmingham Alabama 35203

Brief Title: Services for Children with Special Educational Needs

Cost: $1,880,932.00

Number of Parti:ipants: 8,374

Grade Levels Included: K - 11

Brief description of approved Title I activities designed to meet the special

needs of educationally deprived children participating in this project:

Birmingham's Title I project is an umbrella type program with a number of
different components designed to meet needs of pupils from pre-school through

eleventh grade high school. -hough the various component parts differ specifi-
cally in emphasis and in techniques used to accomplish their particular purposes,
they share a common two fold goal of enabling disadvantaged learners to acquire
and improve academic skills and to develop habits and attitudes needed to cope

more effectively with everyday problems.

During the 1972-73 school year, 20 kindergarten classes, each staffed by a

certificated teacher and an aide, enrolled 371 pupils. At the end of the year,

scores on the Metropolitan Readiness Test fell in the A-C categories for 63%

of the pupils..

Readiness classes developed for the immature 6-year old child provide a year

of experiences and activities designed to "ready" the child for th .. formal

first grade the following year. 381 pupils were enrolled in 25 classes. End

of year testing, using the Metropolitan Readiness Test, indicates that 86% of
.the children had scores falling in the A-C category and on this basis should

be successful In first grade.

The developmental reading program in which 4043 pupils from grades 2-8 parti-
cipated supplements the regular reading program and provides an opportunity
for poor readers to have individualized instructiort at their own reading level.

The 51 teachers located in 52 schools have an average load of approximately
80 pupils who are seen in groups ranging from 10 to 20. Pre and Pcist testing

using appropriate forms of the Metropolitan Reading Tests show a mean gain for

all pupils of .9 in Word Knowledge, 1.0 in Reading and .9 in Total Reading.
At the high school level, 663 pupils were carolled in grades 9-11. Extremely

disabled readers, with long histories of frustration and failure, 410 of this

;roup present for Pre and Post testing began the year with a mean grade score
of 4.8 in Vocabulary (California Test of Basic Skills) and 4.6 In Comprehnnsion.

0736.
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End of the year mean scores were 5.3 and 4.8 respectively. Progress as measured

by achievement tests has been poor. However, data included in case studies written
by teachers, and questionnaires completed by students, reflect changes in attitude
which are significant but which cannot be measured objectively. 650 9th and 10th
grade pupils in 5 schools were enrolled in the Writing Lab Program. Progress as
reported by pupils and teachers was significant. Skills developed in the Writing
Lab enabled pupils to meet subject matte l. requirements in other areas more effective-
ly, thus improving grades and attitudes tc-,ard school and learning in general.

The Basic Skills program provides a "growini place" for boys and girls lost and
stunted in the regular classroom who have more than the average number of learning,
emotional and/or social problems. These youngsters get individual help in basic
reading, numbers, and communication skills for approximately one-half day in the
Basic Skills room. The remainder of the day, they "travel" with their peers and
another group of disadvantaged problem learners.come to the Basic Skills room. This
year 570 pupils in grades 1-8 participated in this program in 18 schools. The mean
gain in Total Reading for 313 students in grades 3-8 present for Pre and Post
testing using CTBS, was .7.

Mathematics improvement is a goal in the Basic Skills program at elementary level
and in the Mathematics program in high school. The mean grade score gain in Total
Arithmetic (CTBS) for 304 Basic Skills pupils in grades 3-8 was .6. 450 pupils in
6 schools, working with 6 teachers and 2 teacher assistants, participated in the
high school math program. Students came to the Math Lab for assistance with work
which they could not handle adequately in the regular Math class. Review, practice,
reinforcement and support on an individualizec basis enabled a number of these
pupils to return to the regular class and perform successfully. A median raw score
gain of 3.4 on Cooperative Arithmetic tests administered Pre and Post was reported
at the end of the year.

PAL, a cross age tutorial program developed for pupils in grades 3-5 and staffed by
7th and 8th grade students worldng under the direction of 5 supervising PAL teachers
serving 26 schools, enrolled 392 tatorees and 402 tutors. On Pre and Post testing,
using the Slosson Oral Reading Test, the mePn gain for tutorees was 1.1.

SOS, another cross age tutorial program in ,Aich older disabled readers'helped
younger disabled readers, thus differing from PAL, in which older able readers assist
younger poc': readers, enrolled 249 pupils, 131 younger and 118 older. Mean grade
score gain on SORT at the end of the year for 100 pupils Pre and Post tested was
1.2 for the younger pupils and 1.0 for the clder. Four teacher's working in 8

schools served the pupils in this program.

Support pe..csonnul undergird and provide serVices to assist the various components
of the program in reaching their goals.. The elementary counselors working in 55
Title I schools, administered 5303 individual melaal tests (495 Binet - 4808 Slosson).
They reported having 2322 e:24.1d conferences, 1119 parent conferences, and 3321 con-
ferences with teachers. The V.%) Title I nurses ruported screening 1667 children for
visual acuity. 781 hearing zests were given. They referred 118 pupils to clinics,
made 53 follow-up visits .7.1d had conferences with students and teachers concerning
student health problems.

More than one thousand.contacts are reported for the two Title I visiting teachers.
These contcts include initial and follow-up home visits, conferences with teachers
and with pupils. In ade.tion to working with attendanee and conduct problems, the
visiting teachers assisted poverty leval families in securing food, clothing and
transportation. 60
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ALABAMA EDUCATION STUDY COMMISSION (AFSC)

REPORT ON STUDENT PER"ORMANC1 AND PER CENT OF EXPECTANCY

Comments from Dr. B. D. Whetstone, as reported in the Birmingham News
of 7/31/73:

While Dr. Whetstone was working on the AESC report, he attended several
nationwide education conferences, at which considerable concern was
expressed that achievement test scores are to a great extent a reflection
of a.person's economic and social background.

"The evidence was pretty strong that high test (scores) were made in
school systems where the students were from families with higher economic

and social status. In fact, the tests not only reflected what the schools
had done but what the parents had done for the child."

Several states were building into the test scores socio-economic factors

if they appeared to be affecting student performanc:. Whetstone became

interested and decided to do the same for Alabama. "I boiled down from
about twenty-five possible factors, five that definitely seemed to be
influencing the Alabama scores. These included:

the wealth of the community, based on assessed evaluation of property;

the amount of income tax paid by the area served by the school system;

the percentage of the population earning more than $10,000 annually;
the percentage of the population earning $3,000 or less annually;

' and the white-black ratio."

He used a mathematical formula to determine how much each factor reduced

or increased test scores and came up with an "expectancy table," which
showed how a school should be ranked ia comparison with the national norm
considering the number of strikes against it for attaining that norm.

Whetstone feels raw achievement test data often puts school systems "in a

bad light when actually they are doing an extraordinary job, considering
the odds with which they have to work."

"I think it's been conclusively proven that the schools can bring achieve-
ment test scores up only so far. The 1..est has to be done by raising the

economic status of the community."

6 1
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especially in the Southern region, that traditionally the color of a man's
skin has imposed a great inhibiting impact on his economic and social oppor-
tunities. Therefore, the following page should be considered with a respect-
ful regard for its validity when looking at Birmingham Achievement scores.

It has already been described that Birmingham has a reasonably good mun-
icipal income in spite of a vast exodus of upper income White families, that
many White children in Birmingham attend private schools, school funds are
unevenly allocated, and that the city is becoming heavily populated with
minority citizens. Given these conditions one could easily predict that as
a whole student achievement is below the national norm, and that within the
city itself the predominantly Black schools would yield lower achievement
results than predominantly White schools.

The second insert indicates the expected performance levels of Alabama
students on the California Achievement Test at the 8th and llth grades, based
on the results of the study reported on the page preceding it. For example,
the national norm for 8th graders would be about 8.1 in Reading, Language
and Mathematics subtests. However, for Alabama students the average norms
on these three subtests are 6.7, 6.5 and 6.7. These figures indicate that,
given the income and minority status of Alabama, Alabama students who per-
form more than one grade level below the national norm are still doing as
well as could be expected given their status as citizens of Alabama.

A summary sheet is provided that shows the results of the 8th grade st,i-
dents on the Reading Comprehension section of the California Achievement Test
taken in September of 1973.

Also included is a summary of all 8th grades showing the average of all
subtests of the California Achievement Test by school and their rank compared
to each other. These summaries were distributed to each elementary schoo-.
Upon close inspection one finds that the average of all subtests ranked from
1 to 20 is 9.20 to 7.17. These average results are higher than that expected
of students in Alabama as a whole. Seven of these schools have all White
enrollments, ten have more than 90% White enrollment, two have 80-90% White
enrollment and one has a 70% White enrollment. Three of the all Black schools
ranked from 29 to 39, the highest average being 6.50 which is about what is
expected in Alabama. Eighteen other all Black schools and twelve having 90%
or more Black enrollments ranked from 40.5 to 74 and had average results from

6.04 to 4.44. Clearly then, these achievement results indicate that greater
percentages of minority students in schools is related to lower achievement.
Information was not secured to suggest that family income levels are in fact
highly related to the levels of students' performance although one could
easily speculate that such is the case. Also, one could suggest that zoning
has done litte to distribute students in a manner that has provided better
educational opportunities for the poor and minorities. Two more observations

can be inserted here: (1) The unequal apportioning of school budgets could
be a factor that accounts for some of the lowest achieving schools being so
equipped that the teaching materials are inadequate, and (2) as a number of
minorit7 persons indicated in interviews, that the best Black teachers had
been assigned to predominantly White school and the poorest White teachers
has been assigned to predominantly Black schools.

1 1 -40
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GUIDANCE DEPARTNENT

CALIFORNIA ACHIEVEIIENT TEST, CI1ADE 8, SEPTE3ET.1 1973

AVERAGE OF SUBTESTS BY SCHOOL

The firrt column gives the name of the school. The second column is the
averase grade placement score of all of the subtest grade placements for
each schoa: Reading.Vocabulary, Reading Comprehension, Mathematics:
Computation, Uathematics: Concepts, Language: Mechanics, Usage and Struc-
ture, and S?elling. The third column provides the rank of the school on
the achievement test compared with other elementary schools in Birmingham.

national Oorm: 8.1

Dote: The average grade scores for Robinson School and Central Park
School include the 8th grade enrichment classes in those schools.

School
Average of
all Subtests Rank

Arthur 7.37 13
Avondale 7.77 15

Baker 6.34 33

Barrett 6.80 25.5

Brown 7.91 12

Bush 6.85 24

Calloway 5.47 46.5

Center Street 6.04 40.5

Central Park 8.04 8

Christian; 8.60 2

Comer 7.95 9.5
Councill 4.61 71

Curry 6.24 37

Davis 5.30 57

Dupuy 5.64 45

Eagan 5.47 46.5

Elyton 6.42 32

Fairmont 6.80 25.5

Fairview 7.31 14
Finley Avenue 4.80 66

Gate City 5.72 .44

Gibson 6.60 28

Glen Iris: 7.00

Going 8.41 5

Gorgas 6.31 35

Graymont 5.34 55

Green Acres 7.47 18

Hemphill 6.30 36

Bill 5.41 52

Holman 7.74 16

Hudson 4.81 65

6 4
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AIIRM/NGHAM PUBLIC SCHOOLS
GUIDANCE DEPARTMENT

READING SK/LLS OF EIGHTH GRADE STUDENTS IN THE BIRMINGHAM PUBLIC SCHOOLS

AS SHOWN ON THE READING COMPREHENSION SECTION OF THE CALIFORN/A ACHIEVEMENT TEST

Date of Test: September 1973

National Grade Placement: 8.1

Mean Grade Equivalent- of Birmingham City Students: 6.7

The frequency distribution of scores made by 8th grade students in the Birmingham

Public Schools on the Reading Comprehension section of the California Achievement

Tests show that:

1. 71 perc.mt, or 3,468 students, were reading below the national norm
for 8th grade pupils.

2. 1,675 students, or 34 percent (more than one-third of the 8th grade
students enrolled in the.Birmingham Public Schools) were reading on
a 4th grade level and below.

3, 9 percent, or 422 students, were reading at 8th grade level.

4. 21 percent, or 1,013 students, were reading above 8th grade level.

Total number of 8th grade students in the Birmingham City Schools who took the

Reading Comprehension section of the California Achievement Test in September 1973,

4003.

00

1142
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School
Average of
all Subtests Rank

Huffman 8.56 3

Inglenook 6.77 27

Jackson 5.22 59

Jones Valley 5.74 42.5

Kennedy 6.44 31
Kingston 5.32 56

Lakeview 6.20 38

Lee 7.12 21

Lewis 4.70 69

Lincoln 5.11 61

MArthur 5.40 53

McCaw 5.17 60

MElwain 9.20 1

Minor 7.17 20

North Birmingham 5.00 63

North Roebuck 7.93 11

Northside 4.07 75

Norwood 5.42 50

Oliver 5.74 42.5

Patterson 5.42 50

Powderly 5.02 62

Powell 5.37 54

Pratt 4.70 69

Price 7.37 19

Princeton 4.98 64

Putnam 8.47 4

Riggins 4.55 72

Riley 6.50 29

Robinson 8.16 7

Scott 6.04 40.5

Sherman Heights 6.12 39

Shields 5.42 50

Smith 7.95 9.5

South East Lake 7.69 17

Spaulding 4.70 69

Tuggle 5.28 58

Tuxedo 4.44 74

Washington 4.78 67

West Center Street 6.48 30

Whatley 4.50 73

Wilkerson 5.45 48

Wilson 6.88 23

Wr1p,ht 8.17 6

Wylaz 6.32 34



The following insert entitled, Comparison of Three Reading Programs

Used in the Birmingham Public Schools, 1972-1973, gives a summary of first

grade students' deviation IQ's and their reading achievement as measured by

the Gates MacGinities Reading Test. Presumably, this summary is intended

in some way to illustrate the effectiveness of the three reading programs,

although the summary sheet fails to indicate such. It should be pointed

out that those classes using the Ginn 360 program were from schools having

a percent:age of Bl-eqc students ranging from 55% to 100%. According to the

8th grade results previously reported, these schools ranked from 38 to 57

as compared to other elementary schools. The classes using the Harcourt

Brace program and Loving the highest IQ's and mean percentile reading score

were represented by two all White, one 90% White, one 90% Black and one all

Black school. The eighth grade rankings of the three predominantly White

schools were 9, 11, and 18. Only one of the Black schools appeared in the
eighth grade rankings and it was number 50. Those classes using the Scott

Foresman series were also heavily weighted with White pupils, however, in-

cidence of White pupils was less than in those classes using the Harcourt

Brace program where there were five schools which were 70% or more White

and three schools which were 80% or more Black. It appears that these IQ

and achievement results probably are biased by economic and racial variables

such that their comparison is useless in terms of evaluating reading programs.

All other achievement and tantal abilities results are included in the

following pages. Since they were given in each school in the district suffice

it to say that these results reflect a 59% Black participation in the elemen-

tary grades and 69% Black participation in the high schools. As these results

are reported well they can serve the role of being self-explanatory.
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BIRMINGHAM PUBLIC SCHOOLS
GuIDANCE DEPARTMENT

COMPARISON OF THREE READING PROGRAmS

USED IN THE BIRMINGHAM PUBLIC SCHOOLS, 1972-1973

Reading Programs:

1. Ginn 360 Program
2. Harcourt Brace Bookmark Program
3. Scott Foresman System

Tests Administered:

1. Otis-Lennon Mental Ability Test, Primary II (for the first half of
Grade 2), given in October 2972.

2. Gates-MacGinitie Reading Test, Primary A (for Grade 1), given first
week of May 1973.

Vocabulary, 15 minutes
Comprehension, 25 minutes

Variables:

1. Quality of instruction (skill of teacher)
2. Background of students (readiness for 1st Grade)
3. Number of students in class
4. Test adhinistraticm and scoring:

a. Teacher preparation
b. Accuracy in scoring and in converting raw scores

SUMMARY:

Name of Program Number of Number of Median Median Mean %-ile

Classes I Students DIP* of Composite
Standard
Score on
Reading
Test**

Composite'
Standard
Store on
Reading
Test**

for Mean'

Students Composite
Standard
Score

Ginn 360 11 294 87 41 42.1 21
,

Harcourt Brace 9 252 97 50 :48.8

,

46:

Scott Foresman 20 491 95 48 47,6 -42',

..

*Based on the Otis-Lennon Bente.' Abilit Test
**Gates-MacGinitie Reading Test 6

IA4



CRITERIA FOR SELECTION OF LOCAL RIGHT
TO READ PILOT SCHOOL SITES

(.2) Evidence that many students in the Birmingham Public Schools have a reading

problem is shown by results of ths. city-wide testing programs. According

to test scores, third grade students L2 May 1973 on the average were

reading some seven months below the national norm; 12th grade students on

the average in October 2972 were reading two years below tile national

norm.

Name of test Grade Date of Actual Grade Deviation

Test Grade Equivalent for from
Placement Paragraph National

Meaning (or Norm
Reading .

Comprehension

Metropolitan Reading
Test

3 May 1973 3.8 3.1 (Median) -0.7

California Achieve-
went Test

4 April 1973 4.7 3.6 (Mean) -1.1

Stanford Achievement
Test

5 April 1973 5.7 4.4 (Mean) -1.3

Stanford Achievement
Test

6 A ril 1973 6.7 5.2 .(Mean) -1.5

Stanford Achievement
Test

7 April 1973 7.7 .5.9 (Mean) -1.8

California Achieve-
went Test

8 Oct. 1972 8.1 6.7 (Mean) -1.

California Achieve-
went Test

22 Oct. 1972 11.1

,0 wommniw

9.1 (Mean) -2.
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READTNG SKILLS OF FOURld GRADr STUDENTS IN THE BIRMINGHAM PUBLIC SCHOOLS

As Shown on the Reading Comprehension Section of the California Achievement Test

Date of test: April 1973

National Grade Placement: 4.7

hean Grade Equivalent of Birmingham City Students: 3.6

The frequency distribution of scores made by 4th grade students in the Birmingham

Public Schools on the Reading Com rchension section of the California Achievement

Test shows that:

1. 60 per cent, or 2,685 students, scored below the national norm for 4th

grade pupils.

2,514 students, or 34 per cent of the total number of 4th grade pupils

who took the test, scored 2nd yrade or below on the test.

2. 15 per cant, or 678 students, scored at the 4th grade level.

3. 25 per cent, or 1,097 students, scored above the 4th grade level.

Total number of 4th grade students in the Birmingham _City Schools who took the

Reading Comprehension section of the California Achievement Test in April 2973:

4,460.

H-48
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FREQUENCY DISTRIBUTION OF SCORES

READING COMPREHENSION SECTION OF THE CALIFORNIA ACHIEVEMENT TEST

Birmingham Public Schools

FOURTH GRADE,, APRIL 2973

Frequency distribution of scores, showing the number and per cent of students

scoring at each grade levul:

Grade Level Number of Students Per Cent of Students

Below 1st Grade 52 2

1st Grade 320 7

2nd Grade 1,142 26

3rd Grade 1,171 26

4th Grade 678 25

5th Grade 526 22

6th Grade 221 5

7th Grade 253 3

8th Grade and 197 5

above

TOTAL 4,460 100

72

11-49



C
A
L
I
F
O
R
N
I
A
 
A
C
H
I
E
V
E
M
E
N
T
 
T
E
S
T
S

M
E
A
N
 
S
C
O
R
E
S
 
F
O
R
 
A
P
R
I
L
 
1
9
7
3

.
.
-
-
.
.
.

N
A
T
I
O
N
A
L
 
N
O
R
M

G
R
A
D
S
 
P
L
A
C
E
M
E
N
T

S
T
A
T
E
 
M
E
A
N

G
R
A
D
E
 
P
L
A
C
E
M
E
N
T

B
I
R
M
I
N
G
H
A
M
 
M
E
A
N

G
R
A
D
E
 
P
L
A
C
E
M
E
N
T

D
E
V
I
A
T
I
O
N
 
F
R
O
M

N
A
T
I
O
N
A
L
 
N
O
R
M

D
E
V
I
A
T
I
O
N
 
F
R
O
4

S
T
A
T
E
 
N
O
R
M

A
S
A
D
T
N
G
:

4
.
7

3
.
8

3
.
6

-
1
.
1

-
0
.
2

V
O
C
A
B
U
L
A
R
Y

C
O
M
P
R
E
H
E
N
S
I
O
N

4
.
7

3
.
9

3
.
6

-
1
.
2

-
0
.
3

M
A
T
H
E
M
A
T
I
C
S
:

4
.
7

4
.
3

4
.
3

-
0
.
4

0
C
O
M
P
U
T
A
T
I
O
N

C
O
N
C
E
P
T
S
 
&
 
P
R
O
B
L
E
M
S

4
.
7

3
.
8

3
.
5

-
1
.
2

-
0
.
3

L
A
N
G
U
A
G
E
:

4
.
7

4
.
2

4
.
2

-
0
.
5

0
M
E
C
H
A
N
I
C
S

U
S
A
G
E
 
&
 
S
T
R
U
C
T
U
R
E

4
.
7

3
.
7

3
.
7

-
1
.
0

0

S
P
E
L
L
I
N
G

4
.
7

4
.
0

4
.
0

-
0
.
7

0



G
r
. 5

G
r
.
6 .
4

ya
w

s 
41

6.

G
r
.
7

B
I
R
M
I
N
G
H
A
M
 
P
I
!
'
 
I
C
 
S
C
H
O
O
L
S

-

G
U
I
D
A
N
C
E
 
D
z
r
A
R
T
M
E
N
T

S
T
A
N
F
O
R
D
 
A
C
H
I
E
V
E
M
E
N
T
 
T
E
S
T
S

G
r
.

P
l
.

W
o
r
d

M
e
a
n
.

D
e
v
.

P
a
r
.

M
e
a
n
.

B
I
R
M
I
N
G
H
A
M
 
A
V
E
R
A
G
E
S

D
e
v
.

S
p
.

D
e
v
.

W
S
S

1
9
6
8
 
-
 
1
9
7
3

A
r
i
t
h
.

D
e
v
.

L
a
n
g
_
i
l
m
t
C
o
m
p
.

D
e
v
.

A
r
i
t
h
.

C
o
r
m
.

A
r
i
t
h
,

A
p
p
l
.

D
e
v
.

N
o
v
 
1
9
6
8

5
.
2

4
.
3

-
 
.
9

4
.
1

-
1
.
1

4
.
4

-
 
.
8

3
.
7

-
1
.
5

4
.
1

-
I
,
I

4
.
1

-
1
.
1

4
.
2

-
1
.
0

4
.
3

-
 
.
9

N
o
v
 
1
9
6
9

5
.
3

4
.
3

-
1
.
0

4
.
3

-
1
.
0

4
.
6

-
 
.
7

3
.
7

-
1
.
6

4
.
2

-
1
.
1

4
.
4

-
 
.
9

4
.
'

-
1
.
0

4
.
3

-
1
.
0

N
o
v
 
1
9
7
0

5
.
2

4
.
3

-
 
.
9

4
.
2

-
1
.
0

4
.
5

-
 
.
7

3
.
6

-
1
.
6

4
.
1

-
1
 
1

4
.
2

-
1
.
0

4
.
3

-
 
.
9

4
.
2

-
1
.
0

N
o
v
 
1
9
7
1

5
.
2

4
.
2

-
1
.
0

4
.
2

-
1
.
0

4
.
5

-
 
.
7

3
.
7

-
1
.
5

4
.
0

-
1
.
2

4
-
:
.
0

4
.
1

-
1
.
1

4
.
1

-
1
.
1

A
p
r
 
1
9
7
3

5
.
7

4
.
6

-
1
.
1

4
.
4

-
1
.
3

5
.
1

-
 
.
6

N
G

4
.
5

-
1
.
2

4
.
6

-
1
,
1

4
.
8

-
 
.
9

4
.
5

-
1
.
2

N
o
v
 
1
9
6
8

6
.
2

4
.
9

-
1
.
3

4
.
9

-
1
.
3

5
.
4

-
 
.
8

4
.
9

-
1
.
3

4
.
8

-
1
.
4

5
.
1

-
1
.
1

4
.
9

-
1
.
3

N
o
v
 
1
9
6
9

6
.
3

5
.
0

-
1
.
3

4
.
9

-
1
.
4

5
.
5

-
 
.
8

5
.
0

-
1
.
3

5
.
0

-
1
.
3

5
.
1

-
1
.
2

4
.
9

-
1
.
4

N
o
v
 
1
9
7
0

6
.
2

4
.
9

-
1
.
3

4
.
9

-
1
 
3

5
.
3

-
 
.
9

4
.
8

-
1
.
4

4
.
9

-
1
.
3

5
,
0

-
1
.
2

1
.
8

-
1
.
4

N
o
v
 
1
9
7
1

6
.
2

5
.
0

-
1
.
2

4
.
9

-
1
.
3

5
.
4

-
 
.
8
,

4
.
8

-
1
.
4

5
.
0

-
1
.
2

5
.
0

-
1
.
2

4
.
9

-
1
.
3

A
p
r
 
1
9
7
3

6
.
7

5
.
0

-
1
.
7

5
.
2

-
1
.
5

5
.
6

-
1
.
1

5
.
0

-
1
.
7

5
.
1

-
1
.
6

5
.
3

-
1
.
4

5
.
1

-
1
.
6

N
o
v
 
1
9
6
8

7
.
2

5
.
7

-
1
.
5

6
.
7

-
 
.
5

6
.
0

-
1
.
2

5
.
4

-
1
.
8

5
.
9

-
1
.
3

6
.
0

-
1
.
2

N
a
v
 
1
9
6
9

7
.
3

5
.
7

-
1
.
6

6
.
6

-
 
.
7

5
.
9

-
1
.
4

5
.
3

-
2
.
0

5
.
9

-
1
.
4

5
.
9

-
1
.
4

N
o
v
 
1
9
7
0

7
.
2

5
.
6

-
1
.
6

6
.
5

-
 
.
7

5
.
8

-
1
.
4

5
.
3

-
1
.
9

5
.
9

-
1
.
3

5
.
9

-
1
.
3

N
o
v
 
1
9
7
1

7
.
2

5
.
6

-
1
.
6

6
.
6

-
 
.
6

5
.
7

-
1
.
5

5
.
4

-
1
.
8

5
.
9

-
1
.
3

5
.
9

-
1
.
3

A
p
r
 
1
9
7
3

7
.
7

5
.
9

-
1
.
8

6
.
9

-
 
.
8

5
.
8

-
1
.
9

5
.
7

-
2
.
0

6
.
2

-
1
.
5

6
.
2

-
1
.
5



READING SKILLS OF EIGHTH GRADE STUDENTS IN THE BIRMINGHAM PUBLIC SCi

As Shown on the Reading Comprehension Section of the California Achievemen .est

Date of test: October 1972

National Grade Placement: 8.2

Bean Grade Equivalent of Birmingham City Students: 6.7

ONO.MSlasWIMOMO11041...10011011,

The frequency distribution of scores made by 8th grade students in the Birmingham

Public Schools on the Reading Comprehension section of the California Achievement

Tests shows that:

2. 70 per cent, or 3,604 students, were reading below the national norm

for 8th grade pupils.

1,678 students, or 32 per cent (almost one third of the 8th grade students

enrolled in the Birmingham Public Schools) were reading on a 4th grade

level and below.

2. 8 per cent, or 430 students, were reading at 8th grade level.

3. 22 per cent, or 1,144 students, were reading above 8th grade level.

Total number of 8th grade students in the Birmingham City Schools who took the

Reading Comprehension section of the California Achievement Test in October 2972;

5,178.



FREQUENCY DISTRIBUTION OF SCORES

READING COMPREHENSION SECTION OF THE CALIFORNIA ACHIEVEMENT TEST

Birmdngham Pub11, Schools

Eighth Grade, October 1972

Frequency distribution of scores, showing the numbez and per cent of students

scoring at each grade level:

Grade Level Humber of Students Per Cent of Students

Below 2nd Grade 78 2

2nd Grade 397 8

3rd Grade 413 8

4th Grade 790

5th Grade 728 14

6th Grade 457 9

7th Grade 741

8th Grade 430

9th Grade 383

10th Grade 382

llth Grade 154

12th Grade 99

13th Grade 127

TOTAL 5,178

76

11 -53

14

8

7
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BIRMINGHAM PUBLIC SCHOOLS
GUIDANCE DEPARTMENT

ANNUAL REPORT REGARDING THE OTIS-LENNON MENTAL ABILITY TESTS
GIVEN IN HIGH SCHOOLS DURING SCHOOL YEAR 1972-73

The Otis-Lennon Mental Ability Test, Forms J and K, was made available

to high school counselors to be used tor aptitude testing of pupils in three

semesters. This was put on an optional basis to meet the needs of the

individual school. Twelve of the high schools took advantage of this testing.

The total number tested was 4,594. The tests were administered by the high

school counselors and raw scores converted into IQ scores by the staff of the

Guidance Department. Test results were recorded in duplicate; one copy was

sent to the individual school and one copy kept for our files.

The attached sheets give the results of the tests in tabular form. The

median scores of the schools (in alphabetical order) are as follows:

MEDIAN

SCHOOL IQ GRADE TESTED

Banks 009, to h de)101 9

Carver 81 (Mn 8 lac lc) 9

96 0o 9, Ai h ;-tc) 9Ensley

Ensley 95 (70 96 Nhi-k) 10

Huffman .
0704 ta; id
6°161 9e;:ctc)

87 9Glenn

Hayes 80 9

106 9

Jones Valley 89 (Y5-9, Oack) 9

Parker 83 An black) 9

Phillips 85 OF% 6lack)
9

Ramsay 90 Pic ClaC-) 9

.

66 % eiack) 989West End

Western 82 Cali (3/4(k) 9

Woodlawn 78 Did not administer test this year
11-44 "



READING SKILLS OF TENTH GRADE STUDENTS IN THE BIRMINGHAM PUBLIC SCHOOLS

As Shown on. the Readin Com rehension Section of the California Achievement Test

Date of Test: April, 1973

National Grade Placement: 10.7

Meat. Grade Equivalent of Birmingham City Students: 8.2

The frequency distribution of scores made by 10th grade students in the

Birmingham Public Schools on the Reading Comprehension section of the California

Achievement Test shows that:

1. 68 perc2nt, or 3,005 students, were reading below the national norm

for 10th grade pupils..

(a) 1746 students, or 39 per cent,were reading on a 6th grade level

and below.

(b) 866 students, or 19 percent of the tenth grade students, had

scores which were on a 4th grade level or below.

2. 9 per cent, or 420 students, were reading at 10th grade level.

3. 23 pet cent, or 1,017 students, had scores above the 10th grade level.

Total number of 10th grade students in the Birmingham Public Schoals who

took the Reading Comprehension Sectiou (12 the California Achievement Test in

April 1973 Total 4,442.

7 9
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READING SKILLS OF ELEVENTH GRADE STUDENTS IN THE BIRmINGHAM PUBLIC SCHOOLS

As Shown on the Readin Comorehension Section of the California Achievement Test

Date of test: October 1972

National Grade Placement: 11.1

Bean Grade Equivalent of Bizaingham City Students: 9.1

The frequency distribution of scores made by llth grade students in the Birmingham

Public Schools on the Reading Comprehension vection of the Calitbrnia Achievement

Test shows that:

2. 71 per cent, or 3,019 students, were reading below the national norm

for llth grade pupils.

2,352 etudents, or 32 per cent (almost one third of the llth grade pupils

enrolled in the Birminc Public Schools) were reading on a 6th grade

level and below.

627 students, or 15 per cent of the llth grade students, had scores which

were on a 4th_grade level or below.

2. 6 per cent, or 277 students, were reading at lltn grade level.

3. 23 per cent, or 978 students, had scores above the 2 ,ade level.

Total numler of 11th grade students in the Birmingham City Schools who took the

Reading Comprehensicn Sect-ion of the California Achievement Test in October 1972:

4,274.

8 1
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FREQUENCY DISTRIBUTION OF SCORES

READING COMPREHENSION SECTION OF THE CALIFORNIA ACHIEVEMENT TEST

Birmingham Publicr Schools

ELEVENTH GRADE, OCTOBER 2972

Frequency distribution of scores, showing the number and per cent of students

scoring at each grade leve:

Grade Level Number of students Per Cent of Studer

Beow 2nd Grade 7 Less than 2

2nd Grade 73 2

3rd Grade 253 6

4th Grede 294

5th Grade 374

oth Grade 352

7th Grade 377

8th Grade 360

9th Grade 485

20th Grade

22th Grade

22th Grade 384

13th Grade 594

TOTAL

7

9

9

9

12

20

6

9

24
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.MAPTER V

PERCEPTIO' iiITITUDES AND CHARACTERISTICS
OF rICIPANTS TOWARD PLAN,

'7.flGRAMS AND PRACTICES

Chapter V, like C'apter IV is concerned with programs and practices
incident t\ desf.,4re7 on but wich a greater emphasis on perceptions of
faculty, staff ad sr....lents. This section is more directly concerned witl-
their impressions of tow informed they were of the latest plan, their rani?,
and how .he plan P.teen implemented.

The Plan

Teachers' Perceptionp

Forty teacher: "le 12 schools included in this study were inter-
viewed, 29 at the c ry school level and 11 at the high school level.
Since their degree u. .volvement in the zoning plan had little relation to
grade level or elementary or secondary status, this interview data is re-
Ported as a single group. The questions asked and the responses are listed

b"low:

1. How were you involved in the desegregation plan?
Not involved, affected by, or just reassigned - 30
Volunteered to go to another school - 4
Not here at the time - 2
Attended human relations workshops - 2
Got a reassignment because of extensive travel - 2
Faculty meetings as preparation for desegregation - 1

2. What problems resulted as a consequence of desegregation?
No response - 4
Nothing happened here - 16
White teachers refused to leave their prior schools - 2
There has been a decrease in student academic ability 4
Enrollment has decreased - 2
A high turnover of White teachers - 2
Students now take advantage of the teachers - 1
We have no music, art or library - 1
There was intense racial animosity - 1
White teachers think Black kids can't learn - 1
The poorest White teachers were sent here - 1
There are language barriers between mixed teachers and students - 1
White teachers had stereotypes of Black children - 1
Few White college graduntes apply for jobs in Birmingham - 1
The faculty is more divided than the community 1

White teachers didn't waLt to accept Black teachers as professionals - /

8 4
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3. What were some of the major concerns of the parents?
Not aware of any or had no contact - 29
Arbitrarity assigning of teachers at a 50-50 ratio - 2
Fear of student hostility toward Whites - 1
Black parents feared that White teachers would not try to help

their children - 1
Black parents feared their children would get hurt - I
Racially mixed children using the same bathrooms - 1
Lower SES White parents objected the most - I
Just r!.xing children was a problem - 1
White parents '1.eared that contact with Blacks would socially

contaminate their children - 1
Parents came to sit in my class to see if I was fair and com-

petent - 1
Parents questioned the ability of Black teachers - 1
Some White parents sent insulting notes to Black teachers - 1

4. What were some of the major concerns of the local community?
Not aware of an.. none here, and no response - 38
Private schools were opened - 1
One school was picketed - 1

5. What does the school do to promote racial interaction?
Either all White or all Black school, nothing and no response - 35
It is left to the individual classroom to do something - 1
A few rap sessions and one studen banquet - 1
Conducted a character building program - I
Try to do something in faculty meetings
(an all Black student enrollment) - I
Try to get pArents committed to PTA - 1 .

These responses support the information reported els2where in this document
which indicated that the articulation of the pain was primarily one-way,
from the administrative level, that thc parents were more involved t.in
teachers through the neighborhood meetings, that only a few teachers were
involved in the human relations program, that little has been done at the
individual school level to improve race relations, and that those interviewees
who were most outspoken did suggest a variety of problems existed but have
resulted in very few physical or forceful consequences.

Counselors' Perce tions

The six high school counselors who weke interviewed indicated that they
were somewhat familiar with the desegregatipa plan. They had become familiar
with the plar8 primarily through conversations with colleagues and newspaper
and tadio information. They too indicated that teachers had been involved
in the plan on a selective basis and that a few of the schools had sent
representatives to be involved in its development. The major teacher, 6oncerns

were directed toward potential conflicts with students of the opposite race;
administrators indicated that they would support the teachers in order to
tone down this concern. The administration responded to commuolt concerns

by conducting neighborhood rap sessions and through the PTA meat-Lap, A few
said that expressed concerns were ignored by the district school .7217ficials.
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All agreed that their schools are essentially doing nothing special to
facilitate integration.

Community Persons' Perceptions

Although attempts were made to arrange some group interviews with
parents, these efforts were unsuccessful. The general rational was given
that parents had invested so much energy during the past decade over this
issue that the prevailing attitude is to now accept desegregation and to
withdraw as much as possible from its discussion. Thus the only interview
data collected from the community level comes from three Black spokesmen,
two affiliated with the NAACP and the third a minister.

Most of the discussion centered around conflicts, sit-ins, demonstra-
tions, etc that occured during the early 1960's. However, some information

was obtained that is directed toward the current plan and its effectiveness.

A summary of these findings follows:

It was agreed that during the time of the zoning plan the rough days
werc a thing of the past. During the drawing up of the zoning plan there

was some degree of concern expressed by Black parents over the arbitrary

establishment of zone lines that created inconvenient distances for their
children to travel. White parents expressed a concern that the quality of

the schools would diminish after they were integrated.

In terms of their expression of current concerns these t,-ree individuals

revealed a variety of issues and spoke of t:lem with varying ( .2es of in-

tensity. The following concerns wil_ be categorized according to the speaker.

Number 1 - "I don't seem to hear them (Black parents) ta:ft-Ing about a

whole lot of things. They are concerned about drop-ofts tudents becoming

disenchanted with schools. Some White teachers haw-it 2 o relate to

Blacks and some aren't trying. Soml dtn't want to be in ainanny Black

schools. They appear to be unhap;.v and Ciley take it out ou he Black students.
The predominantly Black schools are getting poor 6011f-. teacp!.ers. On the other
hand, the predominantly Black schools are losing sane of their bes, teachers

to White schools. All of this is a part of the drop-out problem.'

"The State still has not been effect-Lve in setting tq.. rlilations

programs. They are still resisting and Iooturagging. Birm:nghum i& ready to

go, but the State is still prohibiting certain thinge."

"It looks like the Black principalc' :iands are tl.ed when it comes to

dealing with White teachers."

"Blacks are excluded form many social tuaticn9 and ..tiers hwe been
taken out of the schools. Some issves have concerne4 Tojcirett 1141 the

election of all White class officers in and

high schools."

"The PTA is integrated but not takiLg kay bold stk,ps to deal with tte

school problems."
86

11-63



He felt that a strength lies in the fact that there are two Blacks

on the Board of Education who are aware of the problems. 73c ause of their

presence the situation has been helped. He continued to sec:, with respect

to the two Black city council members, "We have a few people in legitimate

places. That makes the situation look a little hopeful." Also he mentioned
another hopeful sign, Operation Birmingham, which has e- .0. proportions of

Blacks and Whites who deal with some of the problems of 1, city. When

asked about the new superintendent, he responded, don't know too much

about him. / read about %is new program. I am kind of skeptical about it.

They are concerned about Blacks teaching Whites. As Jong as Blacks were

teaching Blacks, everything was allowed."

Number 2 - This interviewee also spoke of the inetiety of transferring
the best Black and poorest White teachers. In addit'ion he said that with

respect to parent concerns, such concerns depend "on the area in which

schools are located -nd the kinds of staffs that are there. There are some

communities with very few problems" (e.g. some are less hostile, the principl

is aod honest, the tea h 47'.7 realize this is the law and they may as wel-

acce,t 10. He indicated Zutt hit had w?ea well received as a speaker in a

predominantly White school. He also that when Black kids were demon-
strating at a high schoa the principal caT1r,,i him to help get the kids back

in class; a grievance list was drawn up And they went back in. He further

stated that "Most problems occur when it is hot wehater and during election

time," and that there should be same ratio established at each school for a
percentage of students equal to the minority enrollment to participate in

clubs, offices, activities, etc.

"Black kids in the high schools are very, very belligerent. They resent

White teachers and carry a chip on their shoulders. We have to get them to

behave for Whites as they do Blacks. There are only a few occasions when

there are problems with Ates not respecting Black teachers."

"There are going to be more plans around designing the curriculum of
individuals around what their future plans are" (kids that want to go to
college will get college prep courses, etc.). "They will have inservice

workshops to train teachers to more adequately deal with students around

their needs."

Number 3 - He expressed concerns over the drop-out rate of Black stu-

dents and the transferring of the best Black and poorest White teachers.

Along this line he said, "Black teachers knew the problens of Blacks and

inspired to achieve. Whereas, White teachers try to denigrate Black

sudents and compare them with middl.e-.tlass Whites. Many Blacks thought that

White teacherv were better qualif1 r? cause of their preparation and educa-

tion. Now, they know that this is a 4 1:eam." Also, "Black educators halm

lost esteem in Black neighborhoods sincE Blacks now have go across the

tracks to school. White teachers are so concerned abou: making it through

the day that they are teaching Blacks that the system is worklhg for them

as well as for Whites. So a lot of Blacks are finishing and bacoming dis-
illusioned when they find that the opportunities are not there.'

"There are many concerns, bu- little action because there is a lack uf

power. In the past there was only lay power (boycotts, demonstrations).

But this only stimulated the establishment (police) to counter with more

1.1-64



weapons. Also the Black lay demonstrators are disillusioned; they see no

progress; they ar still making minimum wnges. The Black leaders, however,

are satisfied. Whites are now apkw.inting Black leaders (cooptation), but

only to powerless boards and commissions. Our only hope is in the new

leaders returning from colleges, army, etc. Also, the middle-class Black

who now is making a decent wage may fei that he is comfortable ai :.. doesn't

want to 'rock the boat'. Whites have very cleverly allowed for BLicks to

move into very wealthy neighborhoods as a device to coopt. Race is used

as a device to exploit the poor."

How The Plan Working

Counselors and teachers were asked: "In general, how s.lccessful would

you say the integration efforts have been in your school?" Samples of their

answers follow:

Counselors:

"The desegregation plan is working in Birmingham and in the

school as well."

"St it interaction and rapport is good to a certain extent. Groups

tent to pull together in a natural way. With the faculty it is pretty good

but there is still a pulling away."

"Blacks are not represented much In school leadership positions or extra-

curr'culars."

"There are good student-teacher relati:Jriships."

"I think that students in grade ten and above are not place in classes

where they can make a good living."

"Uptown (central administration) gives little support at the individual

school level."

Teachers

Thirty-four of the teachers interviewed indicated that the plan was

working well, fine or good. The other six responded that it was either not

working or was "so-so." Examples of positive and negative responses follow:

Positive

"It works fine, but I don't always like it. Education 7-.et the

standards it once did, but I don't dant to go back to segr#;.Fiv,:..-

"This is a good school, and the principal is working ird -6 keti:p tt

that way. It's , pleasure to be here."

"It's working well, chere's lots of int!..;:action."
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"Things are going smoothly, there's a normal emotional climate, but
the academics are falling."

Negative

"My daughter went to a school where she was in a small minority and
made good grades but she became withdrawn due to an adverse social climate.
It won't work unless you have integrated housing."

"Th,' instructional level has really declined due to poor quality of
students and teachers."

"I have taught 35-36 years in Birmingham. These are the worst cultured
and belligerent of all the children I've taught."

"The school is still in a position of coping with change."

"In the three years Black students have caused it to work through demon-
strations and have demanded that they be given things and they have gotten
them."

Key Factors in Success of Plan

Counselors and teacl-ers altike, who indicated the plan was working well,
consistently suggested three factors that had led to successful desegregation:
(1) The initial preparatory sessions, (2) a good understanding betv,een the
principal and teachers with respect to the kind of support the staff could
expect, and (3) the PTA and other student organizations are becoming integrated

enough to include the concerns of all people.

Improving the Plan

Parents and teachers were asked to suggest recommendations that they
would make if the integration process were to be done again. The few parent

comments were already presented in a previous section. Briefly, they said

that there need to be more Black administrators, a better apportionment of

the higher quality ad poorer teachers of each race, and that attitudes of

White teachers taward Black students needs improvement.

A few teachers said that Birmingham did as well as could be expected

and offered no recommenda_ions. However, most did offer suggestions; a few

of those follow:

The response most frequently given was like this one, "I would start

in the first and second grades and slowly add the others."

"We should be integrated with a significant number of White students; .

the Black students lose by not having cultural contact with Whites."

"I would change the zoning procedures and connider that a student could
go to any school he chooses as 1og as the school was not overcrowded."
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"The biggest gripe c.)t. Black faculty is the fact that many of them
ilro better qualified for supervisory positions than many of the Whites
1,410 are put in those positions."

"In the integrated schools there are no Black principals. The sit-

Uatich needs to be changed."

"Teachers weren't prepared properly, psychologically. A lot of in-
securitY resulted from the Board telling you your assignment at the last

ttlioute."

"There is needed d concerted effort for more teachilg materials and
teaching methods to promote a better understanding among races."

"There should ue more attempts to correct White parent misconceptions
l'our Blacks that has filtered down to their children."

"Make it a rule that parents would have to spend at least one full
day in the school with their child."

"SPecial classes should be provided in each school for especially

low and high achievers. It is unfair to the teacher for too wide a spread

a' -lities."

"Large classes should be avoided at all costs."

"We need more information meetings - just to discuss styles of learn-
Ing, culture and knowledge about different experiences."

Social and Friendship Patterns

The preceding chapter gave se,me attention to the social and friendship
Patterns of students as perceived by the principals, teachers and counselors.

Iiere, student respon, 's are given. Some of these are summc:Ized while

tithers are verbatim. A total 7-5 students from three elementary sClools
Ivere interviewed and thirty from the high schools. Equal proportions of
Slack and White students were interviewed; they were from the 6th to the

12th.

rnentay Studets - White

There was a general consensus that all have Black friends but there

1,s no mixing outside of school. One boy said that he didn't like a Black
ooy in his class beutus,z he, "tells lies and i dishonest." Another White
boy mentionexi that a Black boy had visited his house and it was O.K. -

veh his mother ,ipoke to l'Am. A few White girls felt that they would be
Upset if a Black boy sat next to them, their parents would be especially

Upset. Ai2ther White boy .1.d that he was the only White on the basketball

team; he laughingly said that he was a token White and was treated kindly

by the ether players. Other interviewees fe ]t. th6.- it was important for .

Slack and Vhite studect to be in school togther because it would help
them get aloug when they became adults.
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Elementary Students - Black

For the most part th Black students confirmed the general negative

view Whites have of them. example, one child said, "The White stu-
dents are O.K. but they think they are better than we are." Another said,

"We have lots of arguments. A White girl called me a nigger." A student

said there are lots of fights bef.,qeen Blacks and Whites, but not many
between icks and Blacks or Whites and Whites. Most students indicated
that the ..everse was true. Also most said that Black and White students
separate themselves in the cafeteria, on the playground and at activities.

High School Students - White

In general, the majority of Whi,..e interviewees seemed to resent the
fact that Black students were in their .chool and participating in activ-
ities. In the most desegregated high school it seemed that competition
from Blacks was the major issue, while in the high school with only a few
Blacks the negative attitudes seemed to be based specifically in prejudice.
Those who were not against Blacks being in the schools were strongly in
favor of desegregation, there appeared to be no middle ground opinions

expressed. One student declared, "Blacks now demand two of everything,
two homenoming queens, one Black and one White; we must now have a Black

majorette." At the same time a girl was obviously upset that a Black girl
had not been selected as a majorette even though she was the best of all

those who tried out.

There is no interracial dating at either of these two schools. One
Black boy has partie- attended by Whites but there is no mixed dancing.
Others claimed to have close Black friends but did not visit their homes.

Some random comments follow:

"I mean everyone would be a lot happier if Blacks and Whi -es went to

their own school. I mean i like them now but why do Blacks and Whites
have to come together; if they wanted to, they just would."

"Integration is alright but I don't c'e forced into it."

Speaking of student governn at offices, a White boy commented, "It's
ridiculous to give a colored persor an office like that and a sense of

power. This is a White school and the Whites should run it." A girl

responded, "I don't think it antters unless that person hates White people
and I don't think that's true of most colored people here." The same boy

answered that he's prejudiced a: i feels it is the general attitude.
Another student disagreed by saying that he felt it was nearer to being

half are and half aren't.

"If they moved into y neiCaborhood, I would move out."

"They just sit ba_k on welfa;:e and take money from the Federal Govern-

ment."

"It doesn't matter how a Black treats me, I just couldn't be friends

with one. EY father says that I say it too."
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"i42- father use to say that too--but he doesn't any more."

The students also expressed a fear of Black students because they
felt they are yiolent. In addition, they said Blacks stick together
and so do White:.;, they're "almost obligated to do so." Iinally, some
Whites compalined that they had to attend "Black" prograns during Black
History Week and on Martin Luther King Day.

High School Students - Black

The social and friendship attitides of Black students toward White
students are illustrated by the following comments.

"Some of them are O.K. but some of them are prejudiced, about half
and half."

'We have some White friends. I have one." Only one other student
said -hey had a White,. friend. Some said, "I don't have one."

"There is separation between the Blacks and Whites." Students in one
school said that students segregate themselves by race in the cafeteria
with the exception of one table. These students also said that the Blacks
and Whites had separate proms because they could not compromise on naming
a band, place, price or time.

"I don't htink you should get too close to these people (White students)
All they do is tolerate you and then behind your back they talk about you."

"I get together in groups tc talk about class stuff; otherwise, I don't
hav White friends."

]
[yen the attitudes previc-sly expressed by Whitc2 students, it appears

as if those cttitudes are percL,i.vel by Cns Bhick ttnts and they respond
according in affect and in social circumstances.

Attitude Toward School and Teachers

The same students who responded to the previous section also responded
to questions relativ_ to their feeli 3s about their school and teachers.

Elemcw-ary Students - White

Students from two of the three schools said that they liked their
school. Those who viewed their school in a negative fashion did so in
a joking way as if it were too pathetic to be taken seriously as a school;
for example, it had no library and the textbooks, fol. the most part, were
ten years old. ihey also felt that their teachers were poor and thc prin-
cipal was incompetent. All expressed anxiety over not b.,Ang properly pre-

pared for high school. (Note: Thls school was indeed the most depressing
and poorly equipped of all those our research team vsited).

Students from both of the other schools indicated a dislike for the
dress codes. Also, both had a new principLl; one was like better -,an
the predecessor, the other less. Both groups said that their teachers were



one of the better aspects oF the school-. Generally, two factors accounted

for the liking of teachers - offering a variety of activities and a per-
sonal regard for the student. . They indicated that Black and White teachers

treated them fairly. However, like the group that disliked their school,
both of these complained about having old textbooks and old library books.

Elementary Students Black

The general impressions of the Black interviewees was the same as '-hose
of the White groups - two favorable, one unfavorable. All groups expressed
that the White students were O.K. but thought they were better than Black

students. They also felt that teachers were more strict with Black students.
However, all liked their teachers with only a few exceptions not related to

race. Only one group liked the r principal.

High School Students - White

Both groups expressed that their schools were pret-ty good. One said that

half the students who went to college had to be placed in remedial classes.
The other group said that the teachers didn't seem to care much about the

students. One group said the school had run down with an influx of Black
students who "tear stuff up." Both felt that Blacks get away with behavior

that Whites would be suspended for doing. In one school the counselors were

perceived as busy workers doing scheduling, etc. while in the other they

were more personally oriented. Both felt a lack of contact of students with

the principal. They felt that some older Black and White teachers showed

prejudice toward students. Students in one school said they got along better

,-ith Black teachers than White teachers. Some Black teachers don't understapa
White students and are viewed as too strict, just tying to show off their

authority over White boys, but most are O.K.

High School Students - Black

The students interviewed in the all Black high school were not pleased

with the educational experiences they were given. They also felt that they

were being treated like younger children. One White teacher was viewed as

being especially poor, even if he taught White students. However, there

was some feeling expressed that the school was O.K.

Some comnents about the school in general follow.

"It's alright. They need more Blacks in school.. Then we'd have Black

football players, cheerleaders and majorettes."

When asked, "What's wrong with White majorettes and footuall players?"

the reply was, "They don't represent me. I have nc feelings for them what-

soever. I don't even go to the basketball games. The only reason I go tc

the football games is because :day in the band."

"I don't like it. Everybody's prejudiced to me."

"If there were more Black students over here we could have more programs

like Karl( 11story Week."
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"I think it'a a good school but there are adjustments that need

to be made...like our lunchroom, the food they serve is supposed to

be healthy but it don't look healthy."

Both groups said they dislike their principals. When asked what

kind of support he gave them they unanimously answered "none."

The following comments were made about the teachers.

"My history teacher i prejudiced all the way."

"We'll come out better with a White teacher than a Black teacher."

"Black teachers expect more of us than a White teacher."

"I got this teacher (Black), she will let a White get away with

anythirg but let a Black do it she's all upon your back telling you

what you should do and shouldn't do."

"7.hey have some understanding teachers up here and this year they

have Like 1-Je.st counselors we've had in a good while."

"It's the older teachers who cause the trouble (Black and White)."

When speaking of gooe and bad teachers the common response was like

this one, "it's not a color thing, some are good and some are bad."

Interview with the Superintendent

It seems appropriate to conclude this chapter with a summary of

an interview with the superintendent. During the time of our field

study he had held his plesent position for less than one year. He said

that the major factors that led ' m to accept his assignme-,t evolved

around the progress Birmingham had made over the past deLade and the

sincere concern and commitment on the part of the town fathers and

schocl board toward making tne public school system one of high quality.

Some of his impressions of the effectiveness of Birmingham's deseg-

regation plan follow. In terms of race relations he feels that a

breaking down of racial stereotypes has begun. In the area of faculty

desegregation there 'nes been considerable progress. And, from all in-

dications, the various communities seem to be accepting desegregation

passively. Although the schcll system is not very well balanced with

respect ta -Itudent enrollment, he feel that the system may be as balanced

as it can be due to the characteristics of the district itself, i.e.

housing patterns; shifting population from city to county; White-flig1 ;

uneven growth within the city; decline in the studeat population due to

highway and airport construction, and a declining birth rate. He also

feels that the achievement has generally declined and the quality of

the school system has gone down, yet there has been 1itt17., pressure to

improve in these areas.
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He also pointed out some problems that currently exist. Some of
the building facilities are in a state of disrepair, especially in the
poorer neighborhoods. The annexation of a few surrounding areas is
needed. And the allocation of monetary resources is unequally dis-
tributed amo,3 the schools.

Sow major priorities were also summarized - i comprehensive re-
organiz- 'on of the district, from the administrative level on down;
encourageing individualization of student instruction; and introducing
a plan of continu us internal assessment. Some of these priorities
are stated more specifically in outline form below.

I. Improve Quality of Instruction in all the Schools for all the Students.

A. Accredit the Elementary Schools.

Establishing libraries in all schools, including s iff, books
and equipment, reducing pupil-teacher ratios; creating an elemen-
tary guidance program; and increasing amount of per pupil expendi-
ture.

B. Establish an extensive staff training program.

To provide 10 days of training for one-half the professional
staff each year.

C. Establish a "Mani-grant" program to support teacher innovations.

D. Provide adequate time for teachers to plan instrlction by varying
the length of the student's day.

E. Reduce clerical work of teachers thereby freeing time for in-

struction.

II. Achieve a Mastery of dhe Basic Skills by all Pupils.

A. Lstablish a Kindergarten for all five-year olds who qualify
under Federal ESEA, Title I Guidelines.

B. InerPase the amount of time devoted to basic skills instruction
for :hose children who have difficulty with mastery.

C. Increase teacher's abilities to teach ehe basic skills.

D. 'Establish a special program for third graders who have not mastered
the basic skills to the 2nd grade and 6 month level.

E. Establish "Continuous Progress InstrucUun" as the main instruc-
tional philosophy in the school syster,.

III. Provide a Curriculum and Instruction Program Appropriate to Young
Adolescents by Establishing Middle Schools.
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IV. Modify the Curriculum of the High Schools to Increase the Range of
Opportunities and Relevance to Modern Society.

A. Upgrade and extend the Career Education/Vocation Education pro-
grams available to students.

B. Establish "Service to Others" as a recognized part of the high
school curriculum.

It was observed Laat all these recommendations are appropriate and
needed. We were extremely impressed with the knowledge, intellect, and
enthusiasm of this man.
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collaborator, the Auburn University Center for Assistance to School Sys-

tems with Problems Occasioned by Desegregation. Also, member of the

NAACP and the Justice Department assisted in developing the plan before

it was submitted to the court.

The proposed plan was divided into four major parts that were dis-

cussed in Chapter II and are repeated below:

Student Ascignments. Birmingham continued to employ the same organ-

izational structure consisting of elementary schools (grades 1-8) and

high schools (grades 9-12). Eight previously all Black elementary schools

were closed and the remaining 76 divided into attendance areas, and one
previously all Black high school was closed and the city divided into 13

high school attendance areas. A provision was provided for majority-

to-minority student transfers at both levels; such right to transfer de-

pendent on the capacity of the receiver school. An additional provision
allowed high school students to transfer to a school offering a particular

curriculum that was unavailable in his designated school zone. Twelfth

graders were allowed, if their parents desired, to continue in the school

they attended in 1969-70 in 1970-71. Finally, a small number of students

from the county were allowed to continue in particular city schools.

Faculty and Staff Assignments. The board's intention was OD assign

staff so that 25-33 1/3% of each school's faculty would be in the racial

minority.

Buildings and Facilities; Construction and Site Selection. The plan

porposed 18 improvement projects for elementary schools and six projects

for high schools in order to facilitate the achievement of a unitary school

system.

School Activities. The plan merely provided for a merger of all school

sponsored functions, i.e. athletics, clubs, leadership groups, etc., in-

suring equal opportunities.

MinOr modifications were suggested by the court buc at a later hearing,
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most were ruled inappropriate and the court concurred with the school

board'o proposal.

As the school district had not bused students prior to submitting ,the

new plan, busing was not an issue.

The reassignment of teachers resulted in micor resistance, primarily

with Whites, but no one lost a job as a consequence; those who left the

system did so voluntarily. Principals and administrators,too were re-

assigned and did not lose employment.

Attrition of White students began in 1963 and 1964 and had reached

8,500 by the end of freedom of choice. Siace 1970 an additiorql 8,500

have left. With such a rapid and substantial loss of students and the

subsequent shifting Black population, it has been impossible to hieve

complete desegration with a zone plan. Thus, more than '.5% of the public

schools now have either an all Black or all White enrollment.

Birmingham r.ity School District -- A Comparative
Desegregation Study Site

Birmingham City School District was selected to participate in this

study becase it was identified from a collection of resource data as a

district that developed and implemented a conflict-free (the current plan)

and effective plan. Also, it is located in the southern region and is
reflective of a large school system, both criteria for comparative pur-

poses. The major purpose of the project was to identify districts that

has been effective and successful in their attempts at desegregation and

to describe the processes that led to its effectiveness and/or success.

Seven criteria and accompanying indicators were used to assess the

degree to which a district was effective. The following is a matching

of the findings in Birmingham against these criteria.

Criteria I. Evidence that majority and minority students and staff

are strcturally integrated* into the soeial system of

the st.col so both hold statuses and plan roles that are
equal it 1:o-,er and prestige.

C-1
Indicators -- 1. Compcsition of the student body in each school --

As earlier indicated, Birmingham is a partially de-
segregated school system with more than 25% of the
school being all Black or all White in enrollment.
This finding is not unusual in larger urban cities.

Of the 89 schools only four,had racial distributions
within the 60%-40% range. gpst often distribution

*Structural Integration (definition used by the California State Department

of Education)...that situation in which staff membet, children and parents

of all ethnic groups hold statuses and play roles throughout the school

system that are equivalent in power and prestige to those statuses occupied

by member of other ethnic groups.
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ranges were 80% or more of either race in a par-
ticular school.

2. Ethnic composition of staff in each school --
The Black/White staff ratio of 50% each in each
school is well within the expected range. There

are a few more Black than White teachers in the
system. Also, there are more Black teachers in the
elementary schools, but more White teachers in the
high schools. This difference was justified in
terms of the availability of certified :ubject
specialists. Information on principals was not

obtained.

3 Distribution of majority/minority group students
in each class -- The court did not mandate the dis-
tribution of students within each school nor across
classes. Observations in elementary school class-
rooms indicated that each class had distribution
comparable to that of the school at large. Classes

observed in the one well-integrated high school also
reflected good distributions. However, it was in-
dicated that classes in ROTC sad foods were primar-
ily Black while classes in trigonomentry, physics
and chemistry were almost all White. It was also

found that homogeneous grouping for reading caused
some resegregation at the elementary level, and that

tracking at the high school level resulted in a vast
majority of Black students being in the general
diploma program.

4. Discipline - Students, teachers, principals, adv-,sors
and counselors gener-ally agreed that discipline was

equally administered.

5. Integration of minority group members into organiz-
ations and activities of school - Organizations and
activities at the elementary level were meager.
Student participation seemed to be based on the
racial ratios in a given school, or by the ethnicity

of the coach. It was indicated here, as well as at
the high school level, that nothing specific was
being done to encourage more student participation.
Most elementary activities are sports related. One

school twd racially mixed class officers as decreed
by the principal.

The high school having less than a 5% Black enroll-
ment only had Black members participating in one
athletic area, track. Blacks in clubs are few and

limited. At the best integrated high school most
teans and activities were relatively well integrated;

exceptions were the all Black Pep Club and basketball
team and the predominantly White choir.
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6. Patterns of students/student interaction 0 Few

friendships were reported, almost none at all

beyond the school grounds. Blacks were frequently

resented in the high schools. There was little

mixture in the cafeterias or libraries. There

was interaction in the classrooms and on the play-

grounds. The school made little provision for

social interaction.

Criterion 2. Evidence that cultural racial isolation has been re-
duced and is reflected in the heterogeneity of academic

and nonacademic activities.

C-2
Indicators -- 1. (In addition to all the above indicators) A sense

of fellowship and mutual respect, as demonstrated
by staff and student planning exists -- All obser-
vations and marginal interview data indicated that
the planning function was maintained by the teachers.

Neither observations nor interviews were long enough

or great enough ia number or adequately tap this

criterion.

2. Evide.ice of avoidance of academic stereotyping --
Teachers at the elementary level stereotyped more
on economic and social variables than on race; how-

ever, che lower secio-economic students were Black.

At the high school level students select a course
of study that tracks them. Again those in the gen-

eral track were greatly saturated by Blacks. If we

can say stereotyping was in effect, it was so in-

directly.

3 Evidence that teachers have the authority that en-
ables them to work confidently and flexibly with

students of valr .g abilities and talents - Obser-
vations indica: c: that teachers have the authority

and flexibility L work with students of varying
abilities, but ol.J a few did so. Teachers appeared

to be rigid traditionalists who could benefit from

stcff development in-service programs directed toward

this issue, A few teachers relied less than most

on the outdated testbooks and attempted to make the
subject content relevant and on a personal level.

Criterion 3. Evidence of mutual understanding and positive interaction

between majority and minority students and staff.

C-3
Indicators -- 1. School's atmosphere - All of the schools had a

peaceful aura during our visits. At the same time
there were no indicators of brotherly love to be

seen. The situation is best described as peaceful
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coexistence. Interviewees could not recall any
racial incidents over the past year and only two
over the past four years.

2. Student attitudes - With the exception of one
school the students generally said their schools
were fine or good.

3. Counseling and guidance services - These services
were available to both races. Individual counselors
were viewed as either good with records, transcripts,
advising, etc. while others were viewed as more per-
sonally orienteA. Black and White students alike
held this view and it included counselors of both
races.

Criterion 4. Evidence of Curriculum offerings and materials reflecting
cultural diversity.

C-4
Indicators -- 1. Curriculum offerings related to minority experience

or to majority/minority relations - Nothing uniform
has been done by the district to incorporate minority
experiences into the general offerings although the
majority of students are Black. Textbooks are old
and very little multi-ethnic materials were in the
classrooms or libraries. Nothing seems to be done
besides the celebration of Black History courses
in the high schools.

2. Library volumes related to the minority experience --
This area was not ivestigated intensively. The little
data we secured suggested that such materials were
minimal.

3. Evidence of varied instructional techniques designed
to meet the different learning styles of students -
All instruction was either traditional or in homogeous
grouping. Teachers were aware of learning differenzes
but had no idea how to assess, understand or teach
to them.

Criterion 5. Evidence of successful academic achievement by both major-

ity and minority students.

C-5
Indicators -- 1. Achievement Data on Students in school - All achieve-

ment data collected indicates that the White students
(at least those in the school having White majorities)
perform higher and the reverse is true of Black students.
Generally, their achievement is separated by the
equivalent of two grade levels.



Criterion 6. Evidence of compruhensive efforts to develop and offer
programs aimed at equalizing educational opportunity.

C-6
Indicators -- 1. Evidence of Title I, ESAP or other funds to develop

compensatory programs - Many special funds were
provided for students from grades K-11 and special
funds were secured to conduct human relations in-
service workshops.

2. Evidence of the use of resources within and outside
the school district to help devise programs aimed
at equalizing educational opportunity - Early in
the human relations programs resources from Auburn
University were called upon. Evidence of other
resource!; were minimal.

3. Attempts at in-service training aimed at program
development Other than the human relations training
there was no evidence of attempts to improve programs
through ,n-service procedures.

Criterion 7. Evidence of parent ' community involvement in the de-
segregation process.

C-7
indicators -- Existence of a 'tizen's committee, er advisory com-

mittee, to ass rith desegregation plans - The only
committee estabiled was for the purpose of holding
rap sessions in various neighborhoods prior to the
implementation of the plan in order to articulate the
new plan and to disspell rumors.

2. Evidence of bi-racial school comndttees - No committees
existed at the schools visited.

3. Evidence that parents and school community are kept
informed about problems and successes in the integra-
tion process School news as reported by the news-
papers and radio are the major methods for keeping
parents and communities informed. The degree to which

the media were utilized was not ascertained.
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CHAPTER VII

"INTEGRATION" IN RETROSPECT

Some Concluding Observations

Jane Mercer, a Sociologist at the University of California at

Riverside, California, uses in her studies of school district's de-

segregation a five stage policy model designed to determine where on

the segregation to integration continuum a district falls. Since her

model has implications for this paper it is briefly described below:

Stage 5 - Moving Toward Integration: Philosophic Stance--Equality

of educational output, cultural pluralism.

Stage 4 - Comprehensive Desegregation: Philosophic Stance--Schools

should have the same ethnic proportions as the district's

population, students should have equality of educational
opportunity--the latter defined in terns of input, same

teachers, schools and texts.

Stage 2 - Token Desegregation: Philosophic Stance--Distlict no longer

denies responsibility to desegregate, it alters boundaries,

builds new schools, moves toward open enrollment and uses

as the underlying theme freedom of choice.

Stage 2 - De Facto Desegregation: Philosophic Stance--The Board of

Education does not have the responsibility to change a
pattern that it did not cause. The main theme is the neigh-

borhood school.

Stage 1 - De Jure Desegregation: Philosophic Stance--It is not the

legal responsibility of the Board to desegregate. The ques-

tion is raised as to whether the responsibility belongs to

the state or to the district.

The Birmingham School District, prior to 19J3, was at Stage 1 of the

model. From 1963 to 1968, under the freedom of choice plan, the district

was at a point some where between Stages 2 and 3. Currently, it is this

writer's opinion, the district is operati- between Stages 3 and 4, closer

to 4. This opinion may be viewed as too aeral by some, but due to the

following qualifications it is felt that Birmingham deserves this rating.

In the first place, like most models, Mercer's Stages contain descriptors

extensive enough for a district not to be able to meet all the criterion

at one stage but, at the same time, meet some criteria at a more advanced

stage. In addition, as a comparative study, smaller districts character-

istically find it more manageable due to size and matpower to make rapid

advances through a stage model. Finally, the model itself can be more

restrictive than its original intent, and therefore, doesn't make appro-

priate allowances for districts operating at a different level of criteria.
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in terms of the Stage 3 criteria, Birmingham has lont; accepted the
stance that it was their responsibility to desegregate. It has changed
its boundaries, closed some inadequate facilities and improved others
in order to disestablish a dual school system. Although it expresses a

philosophy of open enrollment, it was demographically impossible to
desegregate all schools in 197j, an observation concurred with by the
court. Acting under the orders of the court, a zoning plan was produced
which would have desegregated almost every school had the parents complied
and maintained their housing sites. Also, under the sanction of the court,
busing was not considered appropriate because the system had no busing
program and the city is so large that desegregation of schools in some

communities other dnan by busing was and is an impossible task. Therefore,
under the existing constraints, Birmingham attempted a program of Com-
prehensive Desegregation as it was able to do so. An additional factor

that best lies in the Comprehensive Desegregation category is the extent
to which they have desegregated the staffs. Opinions suggest that this

was not done in an equitable manner but, nevertheless, all students cre

in schools with completely desgregated teaching staffs.

Some of the Mercer criteria are difficult to interpret consistently.
One such criterion, at Stage 4, is that students should have equality of
educational opportunity. At one level one might correctly observe dnat
even in the most homogeneous of educational settings the opportunities

afforded childrel at the individual level show great variance. At another

level, the one in force in Birmingham, equal opportunity means that at
the building level all students have access to the same materials, facil-

ities and comparable teachers. In this sense there is equal opportunity.
At the same time there were observed discrepancies in quality and budgetary

allocations across schools. In this sense, opportunities are not equal,
but not directly because of the race of the students. If one were to in-

terpret equal opportunity in accord with the current educational jargon,

the position would be that all students should be taught individually and

through techniques appropriate to a variety of learning styles, be they

related to race, culture, income level, etc. This position is an ideal,

not a technologically practical ability. But up to the current investiga-
tion Birmingham has not recognized this view as an objective and for that

reason should be rated between Stages 3 and 4.

Another consideration when using the Mercer model to explain ov discuss

the status of a district's desegregation plan is that one must refrain
from assuming that all segments of the community are at the same point on

the continuum. It is conceivable that the Board of Education and the dis-
trict administration could be at a more advanced stage or level of under-
standing, operation and/or acceptance than parents, other persons in the

conmunity or even members of the professional staff in the district. This

is often true because of obligations placed on boards of education and school

administrations as legal entities to desegregate or otherwise rectify some
ill that might heret,,r re have been perpetuated. An indicator of such a

disr.repancy is vividly illustrated by the White withdrawal from the public

schools to the surrounding county and private schools.

Ore of the warmest feelik.gs the study team was left with was the poten-

tial for improvement Within the Mercer model in Birmingham. In spite of
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many observations of ineffective education the new leadership and the pro-

posed priorities for improvements are incredibly well founded and conceived.

If the expected educational quality accompanies these proposed modifications

one could easily speculate that children will return from the private and

county schools. Another vitally important factor is the soundness and

liberal leadership of the municipal government which goes hand-in-hand with

education in Birmingham.

Final Remarks

The data in this report were gleaned from prepared documents, formal

and informal observations, and from structured and unstructured interviews.

As a study team of five spent five days in only 12 of the 91 schools, this

report is by no means exhaustive. Many constraints, primarily time and

money, prevented a more thorough study. However, the team attempted to

collect the most relevant data and report it in such a fashion that others

might learn and benefit from the story of Birmingham.
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APPENDIX A

Court Decision Requiring the

Implementation of Freedom of

Cholce in 1 967-68
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/ /
3.1.2

IN THE UNITED STATES DISTRICT COURT FOR THE NORTHERN

40aSTRICT OF ALABAMA, SOUTHERN DIVISION

MIGHT ARMSTROG, ET AL,

Plaintiffs
CIVIL ACTION

NO. 9678
Vs. FaRIIVICaki.307gr'

AUDota C4W,:t
Ci M.

OF EDUCATION OF THE
CITY OF JEFFERSON
COUNTY, ALABAMA, ET AL, MAY - ly97

Vefendants I

ffin.L491:
'

/idc124;*$...

In conformity with the nand.9.te of the United States

Court of Appeals for the Fifth Circult, sitting en balm,

in the case of United States. et al v. Jefferson CYIntv

Board of Education, et al (March 29, 1967), theckcree of

this co:;.'t entered herein on July 28, 1964, is hereby

amendea and c^rrected to read as follows:

CORRECTED 6ECREE

It is ORDERED s
ADJUDGED and DECREED that the

defendants, their agents, officers, employees and successors

and all those in 1.*ive concert and participation with them,

be and they are permanently enjoined from.discriminating on

the basis of race cr color In the operation of the

Birmingham Public School System. As set out more particularly

. in the body of the decree, they shall take affirmative action

to disestablish all school segregation and to eliminate the

effects of the dual school system:
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x.

SPEED or DESEGREGATION

Commencing with the 1967-63 school year, in accordance with

this decree, all grades, Including kindergarten g7.ades, shall be

desegregated and Pupils assigned to schools in thc .i.c. grades without

regard to race or color.

EXERCISE OF CHOICE

- The following provisions shall apply to all grad..1s:

(a) Who May Exercise Choice. A choice of schools may be

exercised 1.:1 a parent or other adult person serving as the student's

parent. A student may exerCise his own choice if he (1) is exeiCis-

1 .

ing a choice for the ninth or a higher grade, or (2) has reached

the age of fifteen at the timeof the exercis ot choice. Such a

choice by a student is controlling unless a different choice is

exercised for him by his parent or other adult person serving as

his parent during.the choice period or at.such later time as the

student exercises a choice. Each reference in this decree to a

student's exercising a choice means the exercise of the choice, as

appropriate, by a parent or such other adult, or by the student

---himself.

(14 /tnnual Exercise of Choice. All students, both white

and Negro, shall be required to exercise a free choice of schools

annually.

(c) Choice period. The period for exercising choice shall

limy 15 Hay 31
commence Hz.N01, 1967 and end Ze=2, 1957, and in subsequent years

shall commence March 1 and end March 31 preceding the school yen-

for which the choice is.to be exerased. No student Or prosWet0e

I student who exercises his.choice within thechoice period shall)DO

given any preference because of the time within the period when

anch choice was exercised!

11.-0 .
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(d) Mandatory E::erci se. of choice. A failure to exercise

a choice within the choice period shall not preclude any studen:

from exercising a choice at any time before he commences school

for the year with respect to which the'choice applies, but such

choice may be subordinated to the.choices of students who exercisc

choice before the expiration of the choice perIod. Any student wi

has not exercised his choice of school within a week after school

opens'shall be assigned to the school nearest his hom3 where spec(

is available Under standards for determining available space whict

Shall be applied unifornly throughout the system.

(e) Public Notice. On or within a week before the date ti

choice period opens, 'the defendants shall arrange for the conspicu

ous pdblication of a notice describing the provisions of this deer

in the nespaper most generally circulated in the community. the

text of the notice shall be substantially similar to the text of

the explanatory letter sent home to parents. Publication as a

legal notice will n,t be sufficient. Copies of this notice must

also be given at that time to all radio and television stations

located in the community. Copies of this decree shall be posted

in each school in the school system and at the office of the

Superintendent of Education.

(f) Mailing of Explanatory Letters and Choice Forms. On

he first day of the choice period there shall be distributed by

first-class mail an explanatory letter and a choice form to the

parent (or other adult person acting as parent, if known to the :

defendants) of each studcnt, together with a return envelope

addressed to the Superintendent. Should the defendants satisfacte

rily demonstrate to the court that they are unable to comply with,:

the requirement of distributing the explanatory letter and choice

. form by first-class mail, they shall propose an alternative methl

which will maximize individual notice, Le.?
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parents by delivery to the pupil with adequate procedures to insure

the delivery of the notice. The text for the explanatory letter

and choice form ihall essentially conform to the sample letter and

%.choice,form appenled to this decree.

(g) Extra Ct.pies of the F.:161anatorv Letter and Choice Form.

Extra copies of the cxplanatory letter and choice form shall be

freely available to parents, students, prospective students, and

the general public at each school in the system and at the office

of the Sup/..rintendent of
Education during the times of the year

when such schools are usually open. .

(h) Content of Choice Form.. Each choice form shall set

frth the name and location and the grades offered at each school

and may require of the person exercising the choice the name,

address; age of student, school and grade currently or most recently

attended by the studem:, the school chosen, the signature of onn.

parent or other adult person serving as parent, or where epproiniate

----the signature of Me student, and the identity of the person sign-

ing. Eo statment of reasons for a particular choice, or any

oth.:r information, or any witness or other authentication, may b2

required or requested, without approval of the court.

(i) Return of Choice Form. At the option of the.person

completing the choice form, the choice may be returned by mail, in

person, or by messenger to any school in the school system or to

the office of the Superintendent.

(j) Choices net on Official Form. The exercise of choice

may also be =ado by the submission in like manner of any other

writing which contains information sufficient to identify the

student and indicates that he has made choice of school.

pc) Choice Forms nindine. Men a choice form has once

been submitted and the choice period has expired, the choice is

binding for the entire school year and may not be changed except
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in cases of parents making different choices 2rom their children

under the conJition. .et forth in paragraph II (a) of this decree

and in exceptional cases where, absent the consideration of race,

a change is educationally called for or where co,Ipalling hardship

ii'shown by the student. A change in family residence from one

neighborhood to another shall be considered an exception:ki case

for purposes of this paragraph.

(l) Preference in Assignment. In assigning students to

schoolF,, no preferences shall be given to any student for prior

attendance at a school and, except with the approval c):7 court in

extraordinary circumstances, no choice.shall be denied for any

.reason other than overcrowding. In case of overcrowding at any

school, preference shall be given on the basis of the proximity

of the school to the homes of the students' choosing it, without

regard to race or c-31or. Standards for determining overcrowaing

shall be applied uniformly throughout the system.

(m) Second Choice where First Choice is Denied. Any

student whose choice is denied must be promptly notified in writim

and given his choice of any school in the school system serving hi

grade level where space is availabae. The student shall have sevc

days from the receipt of notice of a denial oZ first choice in

04-h to ex.ercise a second choice.

(n) Transmortation. Mere transportation is generally prt

vided, buses must be routed to the maximum extent fedsible in lig;

of the geographic distribution of students, so as to serve each.,,

student choosing any school in the system. Every stud:int choosiii

either the formerly white or the formerly Vegro School nearest hi

residence must be transported to Ile school to which he is assAr

under these provisions, whether or not it is his first choice,

that school is sufficiently distant from hiS home to mdke him

eligible for transportation under generally applicable transpo

tion rules.
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(o) Officials not to Influence Choice. At no time shall

any official, teacher, or employee of the school syctem influence

any parent, or other adult person serving as a.parent, or any

student, in the enercise of a choice o: favor or penalize any per-

son becallse of a cpoice made. tf the Oefendant school board employs

professional guidance counselors, such persons shall base their

guidance and counsellirq on the individual student's particular

personal, academic, and vocational needs. Such guidance and coun-

selling by teachers as well as professional guidance counsellors

shall be available to a1l students without regard to race or color.

(p) Protection of Persons Exercising Choice. Within their

authority school officials are responsible for the protection of

persons exercising rights under or otherwise affected by this decree.

They shall, without delay, take appropriate action with regard to

any student or staff member who interferes with the successfa

operation of the plan. Such interference shall include harassulent,

intimidation, threats, hosLile words or acts, and similar behavior.

The school board shall not publish, allow, or cause to be publishA,

the names or addresses of pupils eercising rights or otherwise

affected by this decree. If o',..ficials of the school system are not

able to provide suffleient protection, they shall seek whatever

assistance is necessary from other appropriate officials.

III.

PROSPECTIVE STUDENTS

Each'prospective new stuaent shall be required to exercise

a choice of schools before or at the time of'enrollment. All such

students known to defendants shall be furnished a copy of the pre-.

scribed.letter to parents and choice form, by mail or in person,

on the date the choice period opens or as soon thereafterafter as

the school nystem learns that he plans to enroll. Where there ia-
.

no pre-registration procedure for newly entering students, copieS,H.

11-90



.of thc choice forz shall be available at thc Office of thc Superin-

\

tendent and at each school durin; the time tho school is =4:ally

open.

IV.

TRANSFERS
.

.(a) Transfr!rs. for Sturlents. Any student shall have the

.right at the beginning of a new term, to transfer to any school

from which he was exeluded or would otherwise be excluded on account

of his race or color;

(b) Transf.2rs for Srec5.al Needs. Any studont who requires

a course of study not offered at the school to which he.has been

assigned may be permitted, upon his written application,.at the'

beginning of any school'term or semester, to transfer to another

schOol whicll offers courses for his special needs.

(c) Transfers to Snscial Classes or Schools. If the de-

fendants operate and maintain special classes.or schools for physi-

cally handicapped, mentally retarded, or gifted children, the de-

fendants may assign children to such schools or classes on a basis

related to the function of the special class or school that is

other than freedom of choice. In no event shall such assignments

be made on the basis of race or color or in a manner which tends

to perpetuate a dual school system based on race or color.

V.

SERVICES, FACILITIES, ACTIvrTrEn AND PROGRAMS

No student shall be segregated or discriminated against 01V

account of race or color in any service, facility, activity, or

program (inclt:ding transportation, athletics, or othcr eNtraeurr

,

cular activity) thnt may bc conducted or sponsored by the scheoli0

vbich he is enrolled. A student attending school for the firS

time on a desegregated basis may not be subject.to anY
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disqualification or waiting period for participation in activities

and programs, including athletics, which might otherwise apply

because he is a transfer or newly asSigned student except that such

transferees shall be subject to longstanding; non-racially based

rules of city, coun14, or state aihletic asLociations dealing with

the eligibility of transfer st.udents for athletic contests. All

school use or school-sponsored use of athletic fields, meting rooms

and all 'other school related srvicc3 acilitics, aCtivities, and

.plrograms such as cemmencement enercises and parent-teacher meetings

which.are open to persons other than enrolled students, shall be

open to all persons without regard to race or color. All. special

educational programs conducted by the defendants shall be conducted

without regard to race or color.

WI.

SCHOOL EQUALIZATIOL1

(a) Xnferior schools. In schools heretofore maintained for

.

Negro students, the defendants shall take prampt steps necessary to

provide physical facilities, equipment, courses of instruction, and

instructional materials of quality equal to that provided in schools

previously maintained for white students. Conditions of overcrowd-

ing, as determined by pupil-teacher ratios and pupil-clasroom

Xatios shall, to the extent feasible, be distributed evenly between

schools formerly maintained for Negro students and those formerly

maintained for white students. If for any reason it is riot feasible

to improve sufficiently any school formerly maintained for Negro

students, where such improvement would otherwise be required by this

paragraph, such school shall be closed as soon as possible,-and

stuaents enrolled in the schooi shall be reassigned on the basin of

freedom of choice.. By Octoler of each year, defendants shall repar

to the Clerk of the Court pupil-teacher ratios, pupil-classroom
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ration, and p:r-pupil exp^nditures both ns to op:rating capita

imprevement costs, and shall outline the steps to i, Len-ad the

time within which they shall accomplish the equaazation of such

'schools.

(b) Rerndial Progr. The defendants shal.s. provide

remedial education programs which permit students attending-or-who

have previously attended segregated-schools to overcome past in-

adequacies in their education.
.

VII.

LL.

NEU CONSTRUCTION

The defendants, to the extent consistent with:the proper

operation of the school.system as a whole, shall Locate any ncw--
..

school and substantially.expand any existing -schools with the

objective of eradicating the vestiges of the-dual syst(m....

*VIII.

FACULTY AND STAFF

ta; Emolgypent. Race or color.shall not b.:, a fact !

in ttra hizg, aignment, reassignment, pronotion, demoton, or

ejsmissnl o teachers and other professional staff mnbers, includl

ing ztudent teachers, except that race may be taken into account.lt

the purpose of counteracting or cocrccting. the effect of the segrO

goted assignment of faculty an3 staff in the dual system. Tekleher

principals, and staff meMbers shall b2 assigned to schools so th*

1.'12 faculty'and staff is not composed exclusively of =Mbars oiOn

race. Wherever possible, teachers shall be assigned so that more

than one teacher of the minority race tohite or Negro) shall bOlaW

a desegregated faculty. Defendants shaV. take positive and affirM:

'tive steps to accomplish the desegregation of their school laCal01

and to achieve substantial desegregation of faculties in as mattic
the schools as possible tor the 19G7-110 .school year notwith ta,



that teacher contracts for the 15'67-53 or l950-69 school years may

have already been signed and approved. The tenure of teachers in

the system shall not be used as an excuse for failure to comply

with this provision. The defendants shall establish as an objective

that the pattern cf teacher :ssignment to any particular school not

be identifiable as %.iilored ror a heavy concenir'ation of either

Negro or white pupils in the school.

. (b) Dismissals. Teachers and other professional staff

members may not be discriminatorily assigned, dismissed, demoted,

--or passed over for retention,.promotion, or rehiring, on the ground

of race or color. In any instance where one or more teachers or

other professional staff members are to be displaced as a.result of

desegregation, no staff vacancy in the school system shall be filled

through recruitment from outside the system unless no such displaced

-

staff member is qualified VI fill the vacancy. If, as a result of'

desegregation, there is to be a reduction.in the total professional

staff of the school system, the qualifications of ail staff members

in the system shall be evaluated in selecting the staff member to

be released without consideration of race or color. A report con-

tain:I:1g any such proposed dismissals, and the reasons therefor,

shall be filed with the Clerh of the Court, serving copies upcn

opposing counsel, within five (5) days after such dismissal,

demotion, etc., as proposed.

(c) Past Assienments. The defendants shall tahe steps to

assign and reassign teachers and other professional staff members

to elhninate the effects of the dual school system.

Ix.

REPORTS TO Tup Com

(1) Pemort on Choice-Period. The defendants shall serve

upon the oppositg *parties and fil.e with the Clerk of the Court on

Jut, 1,

or before myt:15, 1957, argixonntarcbzforeognuncx15:ixx195:74 and in each
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1

subsequent year on or before June 1, a report tabulating by race

the number or choice applications and transZer applications re-
.

ceived for enrollment in each grade in'each school in the system,

and the number of choices and transfers grantee and the number of

denials in each grade of each school. The report shall also stet(

any reasons relied upon in denying choice and shall tabulate, by

school and by race of student, the number of choicns and transfera

denied for each such reason.

In addition, the report shall show the Percentage of pupil:

actually transferred Or assigned fr.= segregated grades or to

schools attended predominantly by pupils of a race other than the

race of the applicant, for attendance during the 19.56-57 school yc

with comparable data for the 1S55-65 school year. Such additiona]

information shall be included in the report served upon opposing

counsel ana filed with the Clerk of the Court.

(2) Report After School Ozerting. The defendants shall, 1r

addition to reports elsewlwre described, serve upca. opposiag count
on or be:oro October 1st

and file' with the Clerk of the Court withil.mla:Ndatys: after the

opening of schools for the fall semester of each year, a reiort

setting forth the following information:

(i) The name, address, grade, school of choice

and school of present attendance of each student who has

withdrawn or requested withdrawal of his choice of school

or who has transferred after the start of the_school year

together with a description of any action taken by the_

defendants on his request and the reasons therefor.

(ii) The number offaculty vacancies, by school,

that have occurred or been filled by the defendants.sinCe

the order of this Court or the latest report submitted

pursuant to this sub-paragraph. This report shall state

the race of the teacher-employed to fill each such
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vacancy and indicate whether such teacher is newlY

employed or was transic:rred from within the system.

The tabulation of the number of transfers within the

system shall indicate the schools from which and to

which the transfers were pade. The report thall.also

set forth the number of faculty members of each race

assigned to each school for the current year.

(iii) The number of students by.race, in each

grade of each school.

Dear Parent:

EXPLANATORY LETTER

(School System Name and Office Address).

(Date Sent)

All gkades in our school system will be desegregated neNt

year. Any student who will be entering one of-these grades.nent

year may choose to attend any school in.our system, re,jardless .of

Whether that school vas fmrmerly all-vhite or all-Negro. :Ft does

not matter which school.your child is attending this year. You

and your child may select mly school you wtsh.

Every student, white and Negro, must make a choice of

schools. If a child is entering the ninth or higher grade, or if-
.

the child is fifteen years old or older, he may :111te thichoice

hiMself. Otherwise a parent or other adult serving as parent must

sign the choice form. A child enrolling in the school system for

.
the first time must make a choice of schools before or at the time

of his enrollment.

The form On Whitt: the choice should be made is attachedit07---,,

this letter. It should be completed and returned by June 1, 1947:

You may mail it in the enclOsed envelope, or deliVer'itby*

messengck or by hand tOany school:prineipn/-oz-tm-the-Offieep
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the Superintendent at any time between Nay 1 and June 1. No one

may require you to return your choice form before June 1 and no

preference is given for returning the choice form early.

No principal, teacher, or othor school official is permit

to influence anyone in mal:ing a choice or to require early retur

of thc choice form. No one is permitted to favor or penalize an

student or other person because of a choice made. A choice once

made.cannot be changed except for serious hardship.

No child will be denied his choice unless for reasons of

overcrowding at the school chosen, in which case children living

nearest the school will have preference.'

Transportation will be provided, if reasonably possible,

no matter uhat school is chosen. [Delete if the school system

does not provide transportation.]

Your School Board and the school staff will do everything

can to see to it that the rights of all students arc protected

--and that desegregation of our schools is carried out

successfully.

Sincerely yours,

Superintendent.

CHOICE pon:4

This form is-provided for you to choose a school for your'

child to attend next year. You bave 30 days to make your choice.'

It does not matter which school your child attended last year,

.and does not matter whether the school you choose was formerly

a white or Negro school. This Corm must be mailed or brought to4::

the principal of any school in the system or to the office of'

Superintendent, (address], by June 1, 1SC,7, A choice is requir*1.

lor .2ach child.



Name of chi3d . .

.(Last) (First) (1idd1e)

Address

Name of Parent or other
adult serving as parent

If child is enterin-.first grade, date of birth:

(Month)
. (Day).: .(Ycar)

Grade thild is entering ..

School attendel last year . 6

Choose one of the following schoola by marking an X besiCe the
name.

Name of School' Grade Location.

Signature

Date

To be filled in by Superintendent:

School Assigned

Cone, this the Sth day of May, 1967.

ii/ Stybourn H. Lynne
.Chicf Judge.

1 In subsequent years the dates in both the explanatory letter
**and the choice form should be changed to conform to the choice
period.

11798
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TO THE STUDENTS OF THE BIRMINGHAM PUBLIC SCHOOL SYSTEM
WHOSE RESIDENCES ARE IN THE BIRMINGCA" SCHOOL DISTRICT

UNDER THE SUPERVISION OF THE CITY or BIRMINGHAM
BC:.RD OF EDUCATION, THE PARENTS OF SUCH STUDENTS,

ZNE TEACHERS AND OTHER SCHOOL PERSONNEL:

.The following Desegregation Plan nursuant to .%e Court Order and Decree,
Civil Action No. 9678, signed by Judge Seybourn H. .ynne and filed May 8, 1967,
will be continued for the school year 1S68-69. The following information is
made available.for public notice in accordance with the requirements.

All grades in our school system will be desegregated again next-year. Any
student who will be entering one of these grades next year may choose to attend '

any school in our system, regardless of whether that school was formerly all-'
white or all-Negro. It does not matter which school your child is attending
this year. You and your child may select any school you wish.

Every student, white and Negro, must make a choice of schools. If a child
is entering the ninth or a higher grade, or if the child.isjifteen years old
or older, he may make the choice himself. Otherwise a parent or other adult
serving as parent must sign the choice form. A child enrolling in the school
syscem for the first time must make a choice of schools before or at the time
of his enrollment.

The form on which the choice should be made will be attached to the letter
to be sent to the parents on March 1, 1968. It should be completed and returned_
by March 31, 1.68. You may mail it or deL.ver it by messenger or by nand to any
school principal or to the Office nf the Superintendent at any time between
March 1 and March 31. No one may require you to return your choice form before
March 31 and no preference is given for retuIning the choi-ce form early.

No principal, teacher, or other school official is permitted to influence
anyone in making a Choice or to require early return of the choice form. No
one is permitted to favor or penalize anistudent or other person because of a
Choice math.. A choice once made cannot be changed except for serious hardship.

No child will be denied his choice unless for reasons of overcrowding at
the school chosen, in which case children living nearest the school will have
preference.

YOUR FULt COOPERATION IN EXERCISING A CHOICE DURINC THEMONTH OF MARCH
WILL ENABLE THE BOARD OF EDUCATION TO MAKE ADEOUATE PLANS FOR THE OPENING.OF
SCHOOLS IN SEPTEMBER. PARENTS OF PROSPECTiVE FIRST GRADERS ARE ENCOURAGED TO
MAKE A CHOICE IN MARCH ALSO.

Sincerely yours,

Raymond Christian

Superintendent

-



BIRMINGHAM PUBLIC SCHOOLS
2015 7th Avenue, North

P. O. Drawer 114
Birmingham, Alabama 35202

Dear Parent:

Desegregation
Form 1-68

March 1, 1168

All vades in our school system will be desegregated again next year.
Any student may choose to attend any school in our system, regardless of

whether that school was formerly all-white or all-Negro. It does not matter

which school your child is attending this year. You and your child may select

any school you wish for the year 1968-69 which begids September 3, 1968.

Every student, white and Negro, must make a choice of schools. If a

child is entering the ninth or a higher grade, or if the child is fifteen

years old or older, he may make the choice himself. Otherwise a parent or

other adult serving as parent must sign the choice form. A child enrolling
in'the school system for the first time must make a choice of schools before

or at the time of his enrollment. This includes new first graders.

The form on whfch the choice'should be made is attached to this letter.

It should be completed and returned by March 31, 1968. You may mail it, or

deliver it by messenger, or by hand, to any school principal, or to the Office

of the Superintendent at any time between M?.1.-ri- 1 and March 31. No one may

require you to return your choice form bei 2:arLh 31 an..1 no preference is

given ful. returning the choice form early within the choice period.

No principal, teacher, or other school official is permitted to influence

anyone in making a choice or to require early return of the choice form. No

one is permitted to favor or penalize any student or other person because of

a choice made. A choice once made cannot be changed ex ept_ for serious hard-

ship.

No child will be denied his choice unless for reasons of overcrowding at
the school chosen, in which case children living nearest the school will have

preference. A student whose first choice is denied may make a second choice.

Your School Board and the school staff will do everything we can to see
to it that the rights of all students are protected.

TOUR FULL COOPERATION TN EXERCISING A CHOICE DURING THE MONTH OF MARCH WILL

ENABLE THE BOARD OF EDUCATION TO MAKE ADEQUATE PLANS FOR THE OPENING OF SCHOOLS

IN SEPTEMBER. PARENTS OF PROSPECTIVE FIRST GRADERS ARE ENCOURAGED TO MAKE A

CHOICE IN MARCH ALSO.

Sincerely yours,

Raymond Christian
Superintendent
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ROGIEHT C. ARTHUR
I.11.1,0400/

OR. C. W. 14tVILLE D. n. PHARCS

DONALD 1... NEWSOM M R S. SAM. P. PHELPS

OFFICE OF SUPL. INTENDENT

I,..:

r 1 I , 04 . BOARD OF EDUCATION,-*';'''''i r ; . ". , ... %t ts Ats.
.-r),. 1-r----":"Ar 1 "1 iti!' 1.7.1. ,'

., pt r 1 r:. 111 4, (..iv P. 0. ORAWER 114
P......1A ill. i; Ill ..-11 " 1"J 1.1 E:a: 2.1. L't BIRMINGHAM, ALABAMA 3520--,-

323-8521June 19, 1968

To Principals, Teachers, and Registrars in the Birmingham Public Schools:

The United States Court of Appeals for the Fifth Circuit has ordered the Birmingham Board
of Education to desegregate the staffs of all schools in the system. Since the Board has
no choice in this matter, it is inquiring of each staff member as to his or her willingne
to accept a transfer or assignment to a school in Birmingham which, in the past, has been
attended by pupils and/or staffed by members predominantly of the race other than his or
her own.

Insofar as possible, the Board plans to place teachers who volunteer to change so that twi
or more teachers of the minority race will be in a school. The Board does not wish to mai
involuntary assignments. However, unless the Board obtains a sufficient number of volunt(
or expressions of willingness to accept such assignments, it may be ordered to make involt
tary assignments.

The Board, therefore, solicits your cooperation and requests that you fill out the inform
tion requested below v.nd return it to the Personnel Office over your signature (in the
enclosed stamped self-,tddressed envelope). Your immediate attention and reply Prr, urged
so that the Board v meLt iLs deadline in making its report to the court.

With appreciation,

ond Christian, Superintendent

1. Would you be willing to accept a transfer or assignment (for the school year beginning
in September 196S) to a school in Birmingham which, in the past, has been attended by
pupils and/or staffed by members predominantly of the race other than your own?

CIRCLE ONE: YES NO

2. IF the Board wcre ordered to make involuntary transfers and assignments, and you were
so assigned, would you accept?

CIRCLE ONE:

SIGNATURE OF EMPLOYEE

RACE

YES NO

SEX

APPROXIMATE TOTAL YEARS IN THIS SYSTE

PRESENT SCHOOL (1968-69)

PRESENT GRADE, SUBJECT, OR JOB

DATE

128
(PLEASE RETURN ONE COPY - KEEP ONE COPY)
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BIRMINGHAM rumIc SCHOOLS
A REPORT TO THE COURT ON STAFF INTEGRATION AS OF JUNE 21, 1968

Pursuant to the Court Order of May 8, 1967, an intensive effort was
made by the Administrative Staff to induce teachers to teach in schools where
the staff nembets were predominantly of the opposite race. During the summer
months of 1:%7, Mr. Claude McLain, Mr. N. P. Ardillo, and Dr. W. C. Matherson
interviewed some 200 people.

As a result of these interviews, 31 Negro teachers were assigned to
predomiriantly whi.tc schools and four white teachers were assigned to NegLo

schools. These teachers were assigned to eight white high schools, three Negro
high schools, and three white elementary schools.

Student teachers were placed in cooperation with the colleges and
universities on a non-discriminarory basis. Twenty-si)C Negro student teachers
from Alabama A & M College were placed in predominantly white schools. Five
white student teachers from the University of Alabama were placed in predomi-
nantly Negro schools.

STEPS TAKEN IN PREPARING FOR THE SCHOOL YEAR 1968-.69 WHICH B.EGINS SEPTEMBER 1968
(JANUARY 1, 1968 UP TO AND THROUGH JUNE 21, 1968)

1. Every new tacher applicant interviewed for employment, both Negro and white,
was asked this questien: "Will you accept an assignment in an opposite race
school where thr, staff members are predominantly of the opposite race?" Tt is
estimated that some 450 people were intev%-iewed in this manner. Theso interviews
were conducted by Mr. Claude McLain , Dr. W. C. Matherson, Nr. N. P. Ardillo, and
Mr. James Goodson.
2. As a result of these interviews, 26 white applicants expressez '. a willingness
to teach in a school where tne staff members are predominantly of the cp,)osite
race. All 26 of these applicants were sent contracts.

Thirty-five Negro applicants who expressed a willingness to teach in schools
where the staff members arc predominantly of the opposite -ace are being assigned
to teaching positions as they become available, takin into consideratia the fact.
that volunteers within the system will be assigned be,ore the need for rdditional
new teachers can be determined, and giving consideration to the fact that the over.-
all enrollment ef the school system is declining, thus necessitating fewur teachers
for next year than were employed this year.
3. Beginning in May 1968, Dr. Raymond Christian, Superintendent, invited each
principal in the school system, both white and Negro, to send three to five teacher
from his school to meetinns to be held in the Board of Education buildiNg, so th.-rt
he personally mic:ht explain to them the intent of,the Jefferson Decree Llpocifically
as it relates to staff dese.,,.rei;ation. lie, made a direct appeal to all 4:17.peoplo '

who attended thes meetin:.,:; to consider.teaehing in a school where staff members
are predomin.mtly or the opposite race.

Conferences were held as follows in the Board of Edncatita b!O;ding:
Date No. Present

Tuesday, May 21 83
Wednesday, May 22 83
Friday, May 24. 85

Tuesday, May 28 84

Wednesday, Mly 29 82

130 417
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In order to get this message to all staff members, Dr. Christian asked the

school representatives to go back and give the same information they had received

to Ole otLer staff members in their schools.
All 41' persons were invited to give this matter serious consideration and

to express their willingness to transfer. They were asked to give their decisions

to either Mr. McLain , Dr. Matherson, Mr. Ardillo, or Mr. Goodson.

4. AJ a result of the Superintendent's personal appeal to these 417 people
(a) Thirty-one Negro teachers and four white teachers volunteered to

teach in schools where the staff members are predominantly of

the opposite race.
(b) These 35 teachers will be reassigned for the school year beginning

September 1968 to schools where the staff members are predominantly
of fte opposite race.

5. In another effort to acquaint all the teachers with the Jefferson Decree and

to induce them to consider teaching in schools where the staff members are pre-

dominantly of the opposite race, questionnaires were mailed (first class mail

with an enclosed stamped self-addressed return envelope) to'2,672 principals,

teachers, and registrars. They were asked: "Would you be willing to accept a

.transfer or assignment (for the school year beginning in September 1968) to a

school in Birmingham which, in the past, has been attended by pupils and/or
staffed by members predominantly of the race other than your own?" and, "IF

the Board were ordered to make involuntary transfers and assignments, and you

were so assigned, would you accept?" (See copy attached). Further reports

will be made as to replies received.
Although the teachers who have already expressed a willingness will be assigned

to a school attended predominantly by pupils opposite to the race of the teacher,

until all replies are received.and attitudes expressed, it is impracticable at

this time to make definite assignments in regard to a particular school or grade.

6. In day-to-Jay interviews, a continous effort is being made to get new

applicants to teach in schools where the staff members are predominantly of the

opposite race.
7. A number of very fine workshops are being held during the summer at the

Board of Education building in which tcachers of both races are participating

in the preparation of curriculum guides, instructional materials, etc., for the

school year 1968-69.

1 3.1
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TARGETS FOR THE SCHOOL YEAR 1968-69

It is the intention of the Birmingham Board of Education to comply
with the Jefferson Decree.

(a) It plans to have one or more teachers, and two or more where possible,
in each school in Birmingham where the staff members are predominantly

'of the opposite race.
(b) It plans to continue its program of interviewing with a view to

persuading teachers to teach in schools where the staff members are
predominanlly of the opposite race.

(c) It intends to assign as many teachers to schools where the staff members
are predominantly of the opposite race as available positions permit,
realizing, of course, that teachers will be assigned in their major area
of competency.

(d) Student teachers will continue to be assigned in cooperation with
colleges and universities based on the racial composition of the college.;
or university classes.

(e) A list of substitute teachers of both races will be supplied to all
schools.

(0 Throughout the school year as vacancies occur due to resignations, deaths
moving out of the city, etc.,' continuing efforts will be made to assign
teachers to schools where th staff members are predominantly of the
oppcsite race.

The Board of Education feels that progress is being made in staff

integration. The number of teachers who are willing to teach in opposite race
schools is increasing significantly and as success is evidenced in the over-all
program of staff integration, it will make it easier to increase the number of

people who will make these changes willingly in the future.

It now looks as if more than 125 teachers will be teaching in schools
where the staff members are predominantly of the onposite race. .This represents
a marked increase over the first year in which the program was put into operation.'

Raymond Christian
Superintendent
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UNITED STATES DISTRICT COURT FOR THE
NORTHERN DISTRICT OF ALABAMA, .SOUTHERN DIVISION'

DWIGHT ARMSTRONG, et al.,

Plaintiffs,

UNIT179 STATES OF AERICA,

Pla:ntiff-Intervenor,

vs
THE BOARD OF EDUCATION OF THE CITY
OF DI11ILIGH211, JEFFERSON COUNTY,
ALABAA, et al.,

. Defendants.

) CIVIL ACTION
)

) NO. 9670
)

)

)

)

)
FILED IN CLERK'S OFFICE

)
NORHIERN DISTRICT OF ALABAMA

) JUN 1 9 1970
)

WILLIAM E. DAVIS
CL.CRIC, U. S. DISMICT COUR r.

gni ucruzY

FINDINGS or FACT, CONCLUSIONS
OF LAW AND FINAL JUDGMENT

FrNDINGS OF FACT

The defendant Board of Education of the City of Birmingham,

Alabama, has been operating a freedom of choice plan of de: jre

gation under the model decree prescribed in United States v.

Jefferson County Board of Education, 380 F.2d 385 (5th.Cir. 1967).

In conformity with the mandate of the United States.Court of

Appeals for the Fifth Circuit in.United States v..Board of Education

or the City of Birmingham, 417 F.2d 846 (5th Cir. 1969), and United

States V. Jefferson County Board of Education, 417 F.2d 834 (5th

cir. 1969), holding freedom of choice to be inadequati_ for the

disestablishment of dual school systems and directing the considera-

tion of zone assignments, the defendant board on September 5, 1969,

was ordered to prepare and file on December 30, 1969, plans tc dis-

establish the dual school system in the City of Birmingham effective

for the beginning of the 1970-1971 school term. Also in accordance

with the requirement of United States v. Jefferson County Board of

Education, nupra, and the latex decision of the Fifth Circuit Court
-
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trict, 419 1.2d 1211 (1969), the board was instructed to request

the Office of Education of the UniCed States Dpartment of Health,

Edue.:Lion and Welfare to conaburate in the preparation of the

plans and to direct: such plans to student and.faculty assignment, .

facilities, athletic and (tiler school activities, and school

location tnd construction aC:avitics to the end of achieving con-

version to a unitary system. Transportation, which in the remaining

Arca in which the elimination of racial identification is required...

by Sinc]oton and by the Supremo Court's deCision in Stnen v.

County School Pc:ird of N;:w ;:ent covIntv, 391 U.S. 430 (1960), is

not a factor here since Birmingham has no school transportation

system.

Pursuant to that order the board requested the Office of

Education of the Department of Health, Education and Welfare to

collaborate in preparation of the plan, and it was agreed the

Office of 1.:duc..tion that such esllaboration would be with its

designee, the Auburn University Center for Assistance to School

Systems with Problems Occasioned by Desegiegation. The school

;

*board's plan was developed over a period of several months with

CUll participation and collaboration by personnel Of the Auburn

Center. The plan as prepared by the school board and the Auburn

Center was filed on December 30, 1969, as directed by the court's

order.

.SCHOOL ROA PLAN

The school board plan in divided into five major parts re-

lating to student assiunmnuts, pz:rscnnel (including faculty and

staff assignments), buildings and facilities (including new con-

struction and site acquisition), school activities (including-
.

Athletics and other extracurridular activities), and proposalS

for dissemination of inforriatiOn and techniques to aid in.imple

H3,f1



montation of the plan.
.

Stneff,nt Assionw,nts. The nirmingham school system histori-

cally has used an (7.1.4 organizational structuro con:Asting of

claw:a:try school:: (gradcs and high seheo3s.(gradfl:: 9-12),

and the plan retains this structure. The enrollment in the Birm-

ingham schools for the 1969-1970 school year totaled 66,174

students, consisting of 19,S.3 high schocl students and 46,511

elementary school students. The racial composition of the 1969-

1970 enrollement was 31,252 whites and 34,922 Negroes, of which

9,991 whites avid 9,672 Negroes were in high schools and 21,261

whites.and 25,250 Vegroes were in elementary schools. During

the 1969-70 school year the school board operated 84 elementary.

schools and 14 high schools. The Birmingham school system does

not provide transnortation for either elementary or high School

students. It is proposed by the sch_Aol board plan that eight

previously all black elementary schools will be closed and the

city dividcd into 7G elem=LJry schcvl attenCence areas and that

one previously all black high school will be eliminated and the

city divided into 13 high school attendance areai. For the ele-

mentary schools the attendance areas proposed bY the school board

axe those shown on the board's revised elementary school map intro-

duced in evidence as defendants' exhibit 13; for the high schools

tho proposed attendance areas are those shown on the board's re-

vited high school map in evidence as defendants' exhibit 12. The

plan also includes majority-to-minority.transfer provisions for

both elementary and high schools, with the right to transfer limitea

by the capacity of the school to which transfer is sougl:t. For

high school students (but not for elementary school students) the

plan provides additionally for curriculum transfers when a ciourso

Of study in not aviilable in a student's attendance area but is,

available in another area and will permit twelfth graders whose

1



;:williawuu an um: XVIU-11 school year their

schooling at the same school attended by them in 1969-70. The

plah also will permit, during the 1970-71 school year only, a

small number of students residing in Jefferson County who attended

certain Birmingham schools in 1969-70 to continue attending those

schools.

Faculty and Staff Assignments. The board intends to assign

personnel so as to achieve "a range of 25 to 33 1
/3% of al.: teachers

to work in schools where their race is in the minority."
-

Buildings and Facilities; Construction and Site Selection.

The plan states that the school board will use its present facili-

ties and will "construct new facilities, and acquire new sites in

-accordance with its policy to establish a unitary sdhool system."

With respect to school construction and site selection the plan

enumerates and describes 18 projects for elementary schools and

six projects for high schools which are necessary to the overall

effectiveness of the unitary plan. It was made known at the hearings

that-the board proposes to modify its plan with respect to site

expansion for Parker High School. Under the plan as modified the

board will acquire 11/2 blocks of property east of Fiarker's present

site icross 4th Street North t;nstead of the block north of the

present site as stated in the plan) and also will acquire, if the

funds are made available by the next bond election, 312 block of

property north of the present site. (A map of the property to be

acquired was introduced as defendants' exhibit 10.) All other

parts of the plan's construction and site acquisition program will

remain unchanged..

School Activ!.tics. The plan provides for the merger of and

equal opportunities in all school activities, including athletics

and athletiecontests, school sponsored clubs, school sponsored

.leadership groups, and other school sponsored-functions.

II-115 .
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OBJECTTONS TO SCHOOL BOARD PLAN

The plaintiffs filed no objections or proposed modifications

to the school board plan. At the hearing on June 5-9, 1970, it

was shown that the plaintiffs had no objections to any portion of

the school board plan except (1) its provision for personnel assign-

ments and (2) its provision for the continued attendance during the

1970-71' school year of 229 Jefferson County residents at Jones

Valley High School pursuant to an agreement between the Jefferson

County and Birmingham boards of education. The plainEiffs were

in accord with the school board in regard to student assignments

and school construction and sites.

The United States as plaintiff-intervenor on January 12, 1970,

%.

filed a motion setting forth specific and limited suggestions for

modification of the school board plan. These suggestions originally

included proposale. for the pairing of two high schools and 12 ele-

mentary schools. Subsequently ald at the'hearing on June 5-9, 1970,

the original objections or suggestions of the United States were

substantially narrowed to consist of only the following: (1) With

respect to student assignments in elementary schools the only

changes suggested 1 _re proposals for.the pairing Of the Tuxedo and

Bush schools and the pairing of the Gibson and Kingston schools.

(2).With respect to student assignments in high school the only

change suggested by the United States was that the zone line

.dividing the attendance areas for the Enslcy and Western (Olin)

high schools be draWn as shown on defehdants' exhibit 5 instead

. of as shown on the school board's revised high school attendance

area map (defendants' exhibit 12). (3) With respect to tho pro-
.

.pesals in the school board plan for school.construction the United

States' objection, which was limited to the proposed improvements

1

; for Parker High School, was that construction and site'location

*f or Parker might servo to minimize-desegregation. (4) .With,..rcs

.41;1%



to Lacuity arm staLE assignments the UnLtea States, as dia tue:'

plaintiffs, urged that the plan should incorporate the provision

for faculty and staff assignments prescribed by the Fifth Circuit

Court of Appeals in Singleton v. Jacknon municipal Sr.pnrate School

District, supra, 419 F.2d at 1217-10. (5) With respect o attend-

ance by non-residents the United States' position was the same as

that of the plaintiffs as stated above relative to the 229 Jefferion

.County students attending Jones Valley High School in the 1970-71

school year.

.The eYidence which was presented at the hearing on objections

to the plan held by the court on June 5-9, 1970, was confined to

the several issues in controversy raised by the United States' sug-

gestions as subsequently narrowed and outlined above.

A UNITARY SYSTEM

The plan and the evidence tdken with respect to the limited

areas of disagreement have been viewed in the light of the standards

for disestablishment of dual schools and for conversion into a.

.unitary school system as set forth in Alexander v. Holmes county

Board of Education, 396 U.S. 19 (1969), and Singleton v. Jackson

Municipal Separate School District, supra, withrecognition that

each school system must be jildged on its own facts. In view of

the suggestions in United States v. Jefferson County Board of

Education, 417 F.2d 834, 836-37 (5th Cir. 1969), that "the develop-

ment of such a [disestablishment] plan in each system can be readily

accomplished by local effort" with consideration to be giNin to

the views of "plaintiffs . . . represented by Negro laers who

reside in the Birmingham area and are familiar with the school
4

systems and the neighborhood.patterns," the court also has been

mindful of the fact that the plaintiffs are.in harmony with the

board plan in every respect except faculty aasignmonta and attond-
.

ance at DirMingham schoola by a few Jefferson County residents.

1/-11.7



The United States itself, furthermore, made only limited suggesti*

for changes n tho board plan and its witness agreed that "in many

areas the plan was indeed quite good." The specific svggestions ex

objections which were made and as to which evidence was presented

will-be examined below.

Student Assignments in Elementary Schools. Thc only elementa3

school attendance areas as to which there was any dispute were

those for Kingston and Gibson and for Bush and Tuxedo. The schoo:

board plan proposes that students be assigned to these schools in

accordance wi"th the zone attendance areas as drawn for these schoo:

on the board's Id map for elementary schools (defendants'

exhibit 13). The :1,a atiffs concurred in the school board's pro-,

posal. The ,,tates suggeSts the pairing of Kingston and

Gibson schools (with grades 1-4 attending Kingston and grades 5-8

attending Gibson) and the similar pairing of Tuxedo and BuSh schoo:

While recognizing that the United States' proposal would con-

.stitute a departure, for only 4 of the 7G elementary schools, from

the 8-4 organizational structure existing in the system, the goverJ

ment's witness (who visited Birmingham approxi.mately one day only

for examination of its schools) statea that a 4-4-4 organizational

structure had been used in some systems in other parts of the

country. However, there was substantial and convincing evidence

.through testimony of educators and

the Birmingham schools and traffic conditions that the pairing Of

traffic engineers familiar with

these schools as proposed would be educationally unsound for a

humber of reasons; that it would result in a severe increase in

the exposure of these children, for whom no school transportation

is provided, to traffiq hazards and azcidents; that it would re-

sult in additional costs caused by duplication of facilities an

instruction and by necessary changes in physical paant; and that

the use of a different organizational structure fox only 4 sc
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would create administrative problems. oreover, the proposed

special treatment of only 4 of the 76 schools could affect adversely

the acceptability of and results achieved under the entire plan

throughout the system. As against these considerations, it is

evident that the degree of additional mixing ±r the system as a

wbole which might be achieved by the proposed pairing would be small

indeed. 'Three of the 4 schools for which pairing is proposed are

already mixed. It may be n ted also that the predominantly black

character of Tuxedo and Bush schools under the board's Plan is the'.

reault of black or prcdominately black federal housing projects,

a. condition for which neither the school board nor the former

system of dual schoolais responsible.

It is concluded from all of the evidence on this issue that

the pairing of these 4 schools proposed by the United States is

not justified in view of the resultant educational, safety, and

other problems as compared with the minimal amount of additional

mixing which it would achieve and would not be consistent with

the-"proper operation of the school system as a whole." United

States v. Board of Public Instruction of Polk County, 395 F.2d 66,

;

(5th Cir. 1968). The school board's proposed attendance areas for
.

the Kingston, Gibson, Bush and Tuxedo schools therefore will be

approved.

The court accordingly approves the attendance areas for student

assignments in elementary schools (grades 1-8) as shown on the school4

beard's revised map for elementary schools (defendants' exhibit 13),

Student Assi nments in flicjh Schools. The school board proposes

the assignment of students to Ensley and Western (Olin) High Schools

in accordance with the attendance areas shown on the board's re-

.vised high school zone map (defendants' exhibit 12). The pdaintif a
4
agree with the board's proposal: The United Staten suggests an

alternative zone line betWeeti-Ensle



as shown on the mapr of the Enslcy area.introduced as defendante7

exhibit 5.

Both of these schools alse.will be desegregated under. the

board's proposed attendance areas. The evidence revealed that

the'government's'proposed zone line would cause severe overcrawdl

of the capacities of tie non-vocatfonal facilities of Western (al

whereas the board's revised zone lino would be substantially con-

sistent with the capacities of both schools. Western (Olin) is

composed of two separate buildings, a non-vocationai building and

a voéational building, and the capacity of the non-vocational bUi:

is limited. It was shown that the government's proposed zone line

weuld result in a substantial increase et Western (olin) in the

number of students who would elect non-vocational studies, therebl

causing the overcrowding of its non-vocational capacity. The boa]

plan achieves the maximum amount of desegregation consiStent with

proner educational practices and administration.
. -

The court accordingly approves.the attendance areas for stude

assignments in high schools (grades 9-12) as shown on the school

board's revised map for high schools (defendants' exhibit 12).

;

School Construction and Site Selection. Among the construc-

tion projects set forth in the school board's plan is the proposed

construction for Parker High School, consisting of the replacement

of a part of the old buildings, remodeling part of the existing

facilities, and the expansion of the site as stated in the modi-

fied proposal of the board as stated 'at the hearing and described.

above. The plaintiffs are in agreement with the reconstruction

ot Parker as proposed in the school board 'plan and as thus modi

ficd. The United States, which has Objected only to the Parker
. .

construction project, believes the proposed construction 'and sitei

location of Parker will serve:to minimize desegregation and a
a

presently planned does not meet tho requirements of United stiitd

1171,2p ,



JerLernon county noaro or Noucaulon, JOU 1.-.4u JU:). ow, tarn c:xx.,

1967), and United Staten v. noard oi Pnblic Construction of Polk

Coiinty, 395 F.2d 66 (5tn Cir. 1960).

The propriety of redonstincting Parkci at its present site

was 'first questioned by the United States in early 1969. After a

hearing in February 19E9 in which some evidence regarding Parker

was adduced, the school board was directed by the cOurt to study

and submit a report concerning the school construction program.

A study then was made by the board staff, with participation by ..

membes of the board, to determine whether there was any alter-

native to the proposed.construction of Parker which would achieve

greater desegregation. From this study and the evidence developed

at the hearing on June 9, 1970, it was shown that the school board

did seek to find alternatives to the reconstruction of Parker which

would be consistent with the proper operation tif the school system

.as a whole. It is readily apparent that some high school facility

is necessary to serve the students living in the Parker area. .Be-

cause of the concentration of Negroes and the presence of only a

few whites in the surrounding areas it simply is not possible to

locate a high school facility at any place whicii could properly

serve these students and ar the same time achieve an increase in

the degree of desegregation. The elimination of Parker at its

present site not only would achieve no greater desegregation in the ,4

surrounding areas, but it also mould cause overcrowding of other

high schools. Moreover, the acquisition of a new site would be so

expensive that the remaining funds would be insufficient for con-
.

struction of a bUilding. The existing plant for Parker unquestiona

is inadequate and needful of replacement, the board's efforts to

provide these students with a proper facility already has been

delayed more than 11/2 years by the objection of the United States,

and the acquisition of another site and construction.there wou'

11421
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require another 4 years of delay. The.court concludes from all'

of the evidence that tho construction for Parker as proposed by

the board will further desegregation to the extent possible and

consistent with the proper operation of the school system as a

whole, when judged in light of the cal.acity of exi4ing facilities

the resince of the students, and the alternaaive Lites available

The school board's proposed construction and expansion of'the site

will therefore be approved. No objection has been made as to

any of the other construction projects set forth in the school'.

board's plan and they also will be approved.

The court therefore approves the construction program on page

9 and 10 of the school board plan including the proposed recon-
,.

struction of Parker High School.on its site to be expanded through

the board's acquisition of 11/2 blocks of property east of the

present site across 4th Street North (block 6 of the north half

of block 7 of the North Smithfield Survey) and its further acquisi

tion, contingent on funds being made available in the next bond

election, of 1/2 block of property (the north half of block 9 of

the North Smithfield Survey) north of the present site.
;

With respect to all future school construction programs, site

acquisitions, and consolidations additional to that described in

and made a part of the school board plan, the school board will

be goyerned by the following provision prescribed in Singleton v.

Jackson Municipal Separate School District, supra, 419 F.2d at 1211

SCHOOL CONSTRUCTION AND
.SITE SELECTION

All school construction, school consoli-
dation, and'site selection (including the location
of any temporary classrooms) in the system shall be
done in a manner which will prevent the recurrence of
the dual school structure once this desegregation
plan is implemented.

Faculty and Staff.Assign6ents. Tho United States requests.t

for faculty and staff assignments the board plan be changed,to

"
for oualmomontA;baqqdop totOriboa.

- 4,
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the board's acquisition of 11/2 blocks of property east of the

present site across 4th Street North (block 6 of the north half

of block 7 of the North Smithfield Survey) and its further acquisi

tion, contingent on funds being made available in the next bond

election, of 1/2 block of property (the north half of block 9 of

the North Smithfield Survey) north of the present site.
;

With respect to all future school construction programs, site

acquisitions, and consolidations additional to that desCribed in

and made a part of the school board plan, the school board will

be goierned by the following proviSion prescribed in Sineloton v.

Jackson Municipal Separate School District, supra, 419 F.2d at 121

SCHOOL CONSTRUCTION AND
SITE SELECTION

All school construction, school consoli-
dation, and.site selection (including the location
of any temporary classrooms) in the system shall be
done in a manner which will prevent the recurrence of
the dual school structure once this desegregation
plan is implemented.

Faculty and Staff.Assienclients. Tho United States requests.t

for faculty and staff assignments the board plan be changed to

fOr. aoa$Omentstbaned
.

.9.,a

School White* Nitro Total

Fairmont 212 69 281
Fairview 300 0 300
Finley Avenue -5 403 408
Cate City 431 251 682
Gibson 562 59 621
Won Iris 409 202 671'

Going 1,089 0 1,089
Cows 159 123 282
Craymont 178 426 604
Green Acres 598 0 598
Hemphill - 409 105 514.
Hill 0 478 478.

Holman 328 90 418
Hudson 0 1,795 1,795
Huffman 655 1 656
Inglenook 630 . 181 811

. net's' c.se nee
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1217-18. Tho plaintiffs agree with the position of tho United

States.

Although evidence presented at the hearing casts doubt on

the ability of the school board to achieve the ratio-prescribed

by Singleton for the-1970-1971 school year and indivates that imple-

mentation of that ratio in the Birmingham system woule result in

significant losses of experienced and qualified teaching personnel

and in misassignments of teachers to the detriment of the system's

educational programs, the decisions of the Fifth Circuit Court of

Appeals have made it clear that the provisions for desegregation

of faculty and staff as set forth in Singleton must be incorporated

uniformly in the plans of all sehool stystems in the Fifth Circuit.

See, e.g., Valley v. Rapides Parish School Board, F.2d (5th

Cir., No. 29237, decided March 6, 1970); United States v. Board of

Education of Baldwin County, F.2d (5th Cir., No. 28880,

decided march 9, 1970); DaJis, et al v. board of School commissioners

of Mobile County, et al, F.2d .(5th Cir., No. 29332, decided

JUne 8, 1970).

Accordingly, and in canformity with the mandte of the deci-

sions of the Fifth circuit Court of Appeals, this court must require

that, in lieu of the provision at page 8 of the school board plan

for assignment of personnel, the plan shall incorporate the following

provision prescribed by the Fifth Circuit Court of Appeals in Single-
.

ton v. Jackson Municipal Separate School District, sunra:

DESEGREGATION OF FACULTY
AND OTHER STAFF

The School Board shall announce and implement
the following policies:

1. The principals, teachers, teacher-aides and

4 other staff who work directly with children at a
school shall be so assigned that in no case will
the racial composition of a staff indicate that a
school is intended for Negro students or whito
students. The district shall assign the staff

11-123 describedAlb&vo so that the ratio 0C Negro to white

1 LB



teachers in each school, and the ratio of other
staff in each, are substantially the same as each
such ratio is to the teachers and other staff,
respectively, in the entire school system. The
school district shall, to the extent necessary to
carry out this desegregation plan, direct members
of its staff as a condition of continued employment
to accept new assignments.

2. Staff members who work directly with children,
and professional staff who work on the administrative
level will be hired, assigned, promoted, paid, demoted,
Alismissed, and otherwise treated without regard to race,
color, or national origin.

3. If there is to be a reduction in the number of
prinicipals, teachers, teacher-aides, or other pro-
fessional staff employed by the school district which
Will resnit in a dismissal or demotion of any such
staff members, the staff member to be dismissed or
demotcd must be selected on the basis of objective
and reasonable non-discriminatory standards from
among all the staff of the school district. In
addition if there is any such dismissal or demotion,
no staff vacancy may be filled through recruitment
of a person of a race, color, or national origin
different from that of the individual dismissed or
demoted, Until each displaced staff member who is
qualified has.had an opportunity to fill the vacancy
and has failed to accept an offer to do so.

"Demotion" as used above includes any re-assign-
ment (1) under which the staff member receives less
pay or has.less responsibility than under the assign-

% ment he held previously, (2) which requires a lesser
degree of skill than did the asAgnment he held pre-
viously. or (3) under which the staff member is asked

..to teach a subject or grade othea: than.one for which
he is certified or for which he has had substantial
experience whithin a reaslanably current period. Yn
general and depending upon the subject matter involved,
five years is such a reasonable period.

Transfers and Attendance Outside System of Residence. The sc

board plan also will incorporate.the model provision prescribed 14

Singleton v. Jackson Municipal Separate School District, 419 Fad,

at 1218-19, relating to the attendance outside.the system of resid

The plan already provides that, with certain enumerated minor ex-,1

captions, the Birmingham system will not aceePt non-resident pupil

=4,

from other school systems during the 1970-71 school year. The exli

ceptions provided.for by the board plan relate to (1),twdlfthgradl

pupils who attended Birmingham schools
. in tho eleventh graem:dn#:



ourIng,

only tho 1970-71 school year of certain Jefferson County residents

in .two Birmingham sr-hools pursuant to an exchange agreement of long

standinj between the Birmingham and Jefferslm County Boards of

J4ducation (estimated to include only 229 eleventh and twelfthgradars

at Jones Valley High Selool and 52 students at Sherman Heights

Elementary School). No 1. rty objects to the first exception or to

the students at Sherman Heights, but both the United States and the

plaintiffs contend that the Singleton provision governing attendance

outside the Sirstem of residence prevents the attendance during tha

1970-71 school year of the few Jefferson County residents at Jones

Valley High School. This contention is predicated not on the effect.

of such attendancc ,*1 -!.-segregation in the Birmingham system but

rather on its eftc.::': on desegregation in the Jefferson County system.

The court however is unable to conclude from the evidence that the

Birmingham school board must discontinue for the 1970-71 school

year its accommodation of tho Jefferson County student,: at Jones.

Valley because: (1) there was no evidence presented in this case

that these students' enrollment at Jones Valley in 1970-71 would

reduce desegregation in the Jefferson County syst&I; (2) these

students are transported by the-Jefferson County school system by

bus to the two Birmingham schools and appropriate relief, if necessar

could be obtained from that system; and (3) it does not appear that

the continued accommodation of these few students for the limited .

period of the 1970-71 school year could.have any appreciable effect

on desegregation of either system.

The court apprbves the provisions of the school board plan for

transfers (to which no objection was made), and the plan also will

be deemed to incorporate the following provision prescribed by.the

'Fifth Circuit Court of Appeals in Singleton:

11-125.
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.7.ATTENDANCE OUTSIDE SYSTEM.
OF RESIDENCE

.If the school district grants t lnsfers to
students living in the district f:or Lheir attendance
at public schools outside the district, or if it
permits transfers into thc district of students
who live outside the district, it shall 'do so on a
non-discriminatory basis, except that it shall not
consent to transferl where thc cumulativo effect.
will reduce dcsegrevation in either district or re-
enforce the dual schlel system.

Other brovisions of thc 1;lan. All other provisions of the

board's plan arc approlu-d, no objcctions to them having been made

by any party and it appearing to the court that they are designed

to achieve and promote the conversion to a unitary school system.

It is apparent, and the court so concludes, that the school

board plan, as modified in the particulars to which reference is

made above, establishes a unitary system of public schools in all

respects.

CONCLUSION OF LAW

The plan Outlined in the section of this opinion headed "A

.unitary SysteM" constitutes a unitary pm.,lic school sys'...em for-thci:

City of Birmingham, Alabama, school district

FINAL JUDGMENT

It is ORDERED, ADJUDGED and DECREED by the Cciurt
. -

. 1.

and its

cperate

The Board of Education of the City of Birmingh4m. Alabaman

officers, agents, servants and employees shall henceforth',

a unitary school system as described in the section of thel

foregoing Pindings of.Fact headed "A Unitary System." .The'boundori
. :r.. .

.of the student attendance areas Shall be aS described and silown on

the school board's revised attendance maps for highschools (defendi

exhibit 12) and elementary schools (defendants' exhibit 13) re-

spectively.

2. The assignment of students and of faculty and staff in :

ft

accordance with tho foregoing plan for "A, Unitary System" &hail)) 41
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and thereafter.

. 3. On November 1, 1970, the Board of Education of the City

of Birmingham, Alabama, will file in the office of tIn clerk of this

court a report containing the information specified in Appendix A

hereto concerning students, faculty, transfers, attendance outside

system of residence, and construction, and the court i11 retain

jurisdiction to review the progress of desegregation.

Done, this the itdg! day of June, 1970.

Al d
% () CHIEF JUDGEC

S.

1*



. APPENDIX A

The reports to the Court shall include the following

information:

X..

(a) The number of students by race enrolled in the school

district;

(b) The number of students by race enrolled in each school

of the district.

(a). The number of full time teachers'by race in the &strict;

(b) The number of full time teachers by race in each school

in the district;

(c) The number of part time teachers by race in the district.

/II.

State the number of interdistrict transfers granted, the race

of the Students who were granted such transfers, and the school

district to which transfers were allowed..

XV.

.Describe all intradistrict transfers requested, granted, denied,

together with the reasons therefor, the race of theistudent involved ,

s

and the school to which and from which the transfer was requested.

.

V.

State the additional courses added to each school pursuant to

item 2, page 7, of the school board plan, and the reasons for adding-

such courses.

VI.

Describe.any present or proposed construction or expansion ci

facilities, and.the effect of such construction on the desegregatio

of the school system.
4
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APPENDIX G

Procedure for Compliance with Federal Court

Order Regarding Faculty Assignment
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PROCEDURE FOR COMPLIANCE WITH FEDERAL COURT ORDER REGARDING FACULTY ASSIGNMENT
The primary purposcsof all

re-assignments will be to comply with the court
requirements and to retain a program of quality education in every school. The
following procedure is designed to achieve these purposes.

1. Alth(ugh Judge Lynne's order requires that the staff shall be assigned so
that tii.? ratio of negro to white teachers in each school, and the ratio
of other staff in each, are substantially the same as each such ratio is
to the ceachers and other staff, respectively, in the entire school sysce
it is deemed

necessary that a stabilizing number of personnel be retained
at each scho,31 to assure stability and continuity of

programs, high-lovel
instruction and operation and effective assistance to newly assigned staff
members. Therefore, a committee composed of the principal and appropriate
central o!fice staff will determine the personnel in each school that is
to comprise this stabilizing nucleus.

2. Principals, Administrative Assistants, CounselCrs, special personnel and
itinerant teachers will be assigned

administratively as required. Insofar
as possible, these groups, especially

principals, will be considered in dm
stabilizing nucleus and retained in their present assignments.3. Transfer of teachers of the visually impaired, the hard of hearing, those
with speech problems, the emotionally disturbed and the educable mentally
retarded will be made only

after careful
consideration of their specialty,

the availability of qualified
replacements, and related

considerations.4. Once the
stabilizing nucleus is determined for each school, teachers will

be considered for transfer based on
qualifications and experience in the

Birmingham Schools. Teachers qualified for positions
available who have

less Birmingham School experience will be considered first for such re-
assignments. This procedure will add other qualified

teachers to thestabilizing nucleus in each school, thereby assuring a well rounded
faculty

at every school.

5. As ratios of
"substantially the same" are calculated,

fractions of numbers
will be dropped.

6. Personnel already working in schools with faculties predominately of ehe
opposite race will be considered in the ratio but eliminated from re-assignr47. Teachers may volunteer for re7assignment before assignments are made.' :71.114'

,

may list two
choices.and be assigned on.the basis of

gnall:fioet,fon;4,seninr
and available positions.
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Teacher Transfers



.1

TEACHER TRANSFERS

A. The practice followed by the Personnel Department of the Birmingham Board
of Education is consistant with the mandate as set forth in the Court order
dated June 19, 1970.

Desegrelation of Faculty, and other Staff (Page 12).

1. Toe prIncipals, teachers, teacher-aides and other staff who work
directly with the children at a school shall be so assigned that in no cane
will the racial composition of the staff indicate that a school D. intended
for Negro students or white students. The district shall assign the staff
described above so that the ratio of Negro to white teachers in eech school,
and the ratio of other staff in each, are substantially the same zs each such
ratio is to the teachers and other staff, respectively, in the entire school
system. The school district shall, to the extent necerisary to calry out this
desegregation plan, direct members of its staff as a condition of continued
employment to accept new assignments.

2. Staff members who work directly with children, and professional staff
who work on the adminiitfaiive level will be hired, assigned, promoted, paid,
demoted, dismissed, and otherwise treated without regard to race, color, or
national origin.

Also: Section 355 of Chapter V of the Rules and Regulations and Policies
of the Birmingham Public ScLiols reads as follows:

Section 355 - Transfers of Teacher - Any teacher on continuing service status.
upon the recomi.:enthAtion of the superintendent and the approval of the employi:..;
Board of Uducation, may be transferred for any succeeding year from one positi:n
school or grade to another by being given written notice of such intention to
transfer by the employing board, except that such transfer shall be without
loss of status or violation of Contract, and such transfer may not be for
political or personal reasons.

B. .PROCEDURES:
. . .

1. The transfer of a teacher Can be considered only when it conforms first,
to the best interest of the total school program.

2. All requests for transfers must be made in writing by the teacher requesting
the transfer giving his reason, showing how the transfer will conform to the
best Interest of the total school program.

3. Any teacher or other personnel has the right to request a transfer.

4. The decision to effect the requested transfer will be made by the
Superintendent and his staff with the approval of the Board of Education.

5. All requests for transfers should be in the office of Personnel before
June 1. However, some consideration might be given to requests made forty-fi:e
days prior to the opening of school.

6. The teacher requesting the.transfer will be notified in writing :be

.11-132 .



transfer Is approved.

C. The following lists the priorities under which a rns-er.is considered.

1. The best interest of the total school prouam.

2. Teacher's training and experience in the arca of request.

3. AbiLity of the Personnel Division to fill position vacated if transfer is

made. .

4. Seniority of teachers requesting transfer to the position.

D. When a teaching position becomes available because of retirement, rosignatio:-,

leave of absence, etc. the following practice is followed.in filling the

position.

1. The principals of the schools involved in the teacher transfar and pla:at,

are consulted so thatrany change in faculty will be made in the best inu.res:

of the pupils.

2. The qualified teacher wttli.....thp_)opLns_t serv.ice_in_the.Birmin:;ham SehooLi,

who.W...been transferred irom the.school to another.school to s:!tisfy.the

CDMX.L.requircments...will..be offered the position.

3. If he refuses, the position will be offered to the other qualified teacha::,

who had been trpnsferred from the school to sPticfy the court cwder in th-

order of their service in the Birmingham Schools.

4. If no other qualified transferred teachers arc available from the school,

then the position_will_be_offercd_to.transferred teachers from schools in thz

adjoining_atcas_until_tha_position.is filled.

5. if ro qualified transfer teacher is available, a new teacher will he hirce:

for the position.



transfer Ls approved.

C. The following lists the priorities under which a transfer.is conidered.

1. The best interest of the total school program.

2. Teacher's training and experience in the area of request.

3. AbiLity of the Personnel Division to fill position vacated if transfer is

made,

4. Seniority of teachers requesting transfer to the position.

D. When a teaching position becomes available because of retirement, resignatio: ,

leave of absence, etc. the following practice is followed.in filling the

position.

1. The principals of the schools involved in the teacher transfur and plac:.,=vnt,

are consulted so thatraby change in faculty will be made in the best

of the pupils.

2. The qualified teacher with_tbp_19nze..s_t serv.ice_in_the_Birmin:;ham SehooLi,

w119.114....been transferred _from the.school to another.school to ontisfyjhe

comx.t_xequirements_will.be offered .the position.

3. If 4c refq;...es, the position will he offered to the other. quntified

who had been trPnsferred from the school to s;!tisfy the court order in OF!

order of their service in the Birmingham Schools.

4. If no other qualified transferred teachers arc avnilable from the school,

then the position_will_be_offered_to.transferred teachers from schools in the

adjoining_ateas.....until_the_position.is filled.

5. if ro qualified transfer teacher is available, a new teacher will be hire...!

for the position.



*.APPENDEC I

Enrollment Reports for Birmingham PUblic

Schools from 1970-71 through 1973-74.

These reports include a breakdown of

student enrollment and faculty compos-
ition according to individual school.
Each report was submitted in September
of the indicated school year and reflects
the initital status of enrollment and
staff assignments subsequent to the
reporting of each to individual schools.
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(a) Th;! number of tItndonts by race enrolled in the

schon] dintriet. Principo1:;' Report 9-14-70.

Birminghan School
District

White Negro Total

27,962 34:081 62,043

' (b) The number of students by race prolled in each
school of the di:-;tricL.

School White Negro Total

Banks nigh 1,465 131 1,566

Carver High 1 .1,36, 1,364

Ensley High 1,268 369 1,637

Glenn High 378 738

Hayes High 37
,360
1,338 1,375

Huffman High 1,456 13 1,469

Jones Valley High 799 204 1,003

Parker His...h 0 '1,783 1,783--

Phillips High 431 1,264 1,695

Ramr.ay High 568 604 1,172

West End Nigh 984 . 763 1,747

Wstern High 1 1,345 1,346

Woodlawn High 1 700 459 '2,3591
Total High 9,088 9,966 19,054

Mementarv
Avnndale 506 155 661

Baker 300 52 352

Barrett 764 167 931

Brown 733 43 776

Bryant .' 7 201 208

Bush 367 223 590

Callóway 0 488' 488.

Center Strcot
.

786 789

Central Park 569 . 3 572

Christian 491 . 0 491

Co:-.1er 385 27 432

Couneill 0 1,026 1,026

Curry 729 )01 830

Davis 0 480. 480

Dupuy 75 323 398

Eagan 52 286 338

Elyton 127 361 473



School White* Negro Total

Fnirmont 212 69 2C1
Fairview 300 0 300
Finley Avenue .5 403 403

Gate City 431 251 682
Gibson 562 59 621
Glen Iris 409 202 01
Going 1,089 0 1,069
Gorgns 159 123 262
Grnymont 178 426 604
Green Acres 598 0 596
Nemphill . 409 105 514
Mill 0 478 478.

Nolman 328 90 418
Hudson 0 1,795 1,795
Huffman 655 1 656
Inglenook 630 161 811
Jaanon 390. 576 966
Jones Valley Elem. 236 228 464
Kennedy 205 119 324

Kingston 3 . 725 728
Lakeview 212 185 397
Lane 0 105 105
Lee 451 147 598
Lewis 3 1,295 1,298
Lincoln

. .
0 900 900

Martin 0 475 475

McArthut 31 563 594

McCaw 0 711 711
McElwain 631 0 631
Ndnor 310 0 310
Moore 0 205 205

North Birmingham 206 260 466

North Roebuck 835 34 869

Northside 53 287 340

Norwood 320 163 483
Oliver C 403 403

Parental '15 15 30

Patterson . 41 248 289

Powderly
.

27. 559 586

Powell 137 138 275

Pratt 44 471 515

Price 439 0 439

Princeton 27 142 169

Putnam 456 0 458

Riggins 0 209 209

Riley 2 413 415

Robinson 472 66 538
.419Scott 43 416

Shc:man Heights 0 205 205

Shic]ds .11 629 640

Smith
South East LaLe

893
642

0
0

6qC
642

ii

i1-136

159

j;.



I. (b) Continued

Seaool White Negro Total

Tumle 3 927 930

Tuxedo 0 386 386

Washington 0 1,041 1,041
West Center Street 3 272 275

Whatley 56 /36 '786

Wilkerson 0 670 670

Wilson 297 107 404

Wylam 325 161 486

Speech & Hearing 31 18 49

Total Elementary 18,874 24,115 42,989

GrAnd Total 27,962 34,081 62,043
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(a) The mmber of full time teachers by race in the district:

Birmingham School
. District

White Negro Total

1,215 2,408

.Cb) The number of fufl time ieachers by race in each school
in the district:

-

School White Negro
.

Total
.

Banks High 42 25 67

Carver High 22 38 60

Enslcy High 41 28 69

Glenn High 29 .14 43

Hayes High 22 39 61

Huffman High 38 25 63 .

Jones Valley High 25 17 42

Parker High 22 55 77

Phillips High 52 28 80

Ramsa;; High 27 22 49

West End Mgt. 44 20 74

Western High 20 50 70

Woodlawn High 56 36 92

Total High 440 , 407 847

Elementary .

Avondale. 13 24

Bak,..r 7

.11

5 12

Barrett ?0 12 32

Brown 15 9 24

Bryant 4 6 10.

Bush 14 8- 22

Calloway 8 16 24

Center Street 9 18 17

Central Park 11 7 18 I.
Christian 10 6 16

Comer 9 5 14

Councill 13 22 35

Curry
Davis

17
7

10
15

27
22

Dupuy
Eagan

6

5

8

6

14
11.

Elyton 9 6
.

15

. . .

1.6 i

Mb



.

Fairmont 5 4 9

Fairview 5 4 9

Finley Avenue 9 14

Gate City 20 8 28

Gibson 20 6 26

Glen Iris 15 10 25

Going 18 15 33
Gorgas 7 4 11

Graymont 6 14 20
Green Acres 11 9 20

Hemphill 13 7 20

Hill S 15 20
Holman 9 7 16

Hudson 19 36 55

Huffman 13 8 21

Inglenook 18 10 28

Jackson 18 13 31

Jones Valley 10 8 18

Kennedy 7 4 11

Kingston 9 16 25

Lakeview 7 6 13

Lane 2 2 4
Lee 11 8 19
Lewis 15 29 44

Lincoln 9 24 33

Martin 6 11 17

NtArthur '7 14 21

McCaw 9 17 26

NtElwain 13 7 20

Minor 6 . 3 9

Moore 2 5 7

North Birmingham 11 8. 19

North Roebuck 16 10 26

Northside 4 8 12

Norwood 8 9 17

Oliver .6 10 16

Parental 0 1 1

Patterson , 5 - .9
'Powderly 15 21

Powell - 4 12

Pratt 6 13 19

Price 7 8 15

Princeton 3 6 9

Putnam 10 6 16

Riggin-; 3 5 8

Riley 6 11 17

Robinson 16 6 22

16'2 .*

I 139 :



Scott 6 10 16

Sherman Heights 3 6 9

Shields 6 18 24

Smith 17 11 28

South East Lake 11 9. 20

Tuggle 11 23 34

TUxedo 5 13 18

'Washington 12 29 41

West CLnter StrL L 4 6 10'

Whatley. 9 18 27

ailkerson 9 13 22

Wilson 9 7 16

Wylam 21 7 18

HomeLound 5 2 7

Elyton-Charlanne PH 6 0 6

Lakevicw-Spch. & Hear. 18 0 18

Lewis PH 0 2 2

Slossficld-Spch. & Hear. 0 6 6

Total Elem2ntary 753 808 1,561

Grand Total 1,193 1,215 2,408

8
1.63

11-140

4.-

00



I.

(a) The number of students by race enrolled in the
school di:arict. Principals' Reports 9-10-71.

White Negro Total

26,076 33,671 59,747

Birmingham School
District

(b) The number of students by race enrolled in each
school of the district.

School

Banks
Carver
Ensley
Glenn
Hayes
Huffman High
Jones Valley High
Parker
Phillips
Ramsay
West End
Western
Woodlawn
Homebound High

Total High

Elementary:.

Avondale
Baker
Barrett
Brown
Bryant
Bush
Calloway
Center Street
Central Park
Christian
Comer
Conncill .
Curry
Davis
Dupuy
Ennan

Elyton
Fairmont
Fairview

White Negro

1,436
10

1,248
300
27

1,727
688

0
270
543
833

0

1,634
14

Total

151 1,567
1,334 1,344
416 " 1,664.
451

1,283
18

285
1,662
1,375

429
906

1,335
613

6

751
1,310
1,745

973,
1,662
1,645
972

1,739
1,385
2,247

20

8,710 10,314 19,02/.

496 0 496
465 141 606
253 44 297
679 163 842
621 29 650

7 171 178
302 223 525

0 608 603'
. 9 712 721
593 6 599
449 0 449
334 26 360

0 948 943
632 149 781

1 . 459 460
21 349 370
65

324 313 437
178 72 250
268

I 6 4
0 268

11-141 ..



I. (b) Continued

School Mite Ncgro Total

Finley Avenue 2 350 352

Cate City 377 299 676

Gihno- 580 51 631

Glvn iris 339 200 539

Goilg 546 0 546

Corg-s 156 112 268

Craymnnt 168 370 538

Green Acres 574 0 574

Hemphill 414 100 514

Hill 0 483 483

Holman 323 102 425

Hudson 0 1,500 1,500

Huffman 593 1 594

Inglenook 550 192 742

Jackson 167 835 1,002

Jones Valley 209 234 443

Kennedy 215 102 317

Kingston 12 662 674

Lakeview 135 192 327

Lee 401 135 536

Lewis 2 1,283 1,285

Lincoln 0 837 837

Martin 2 386 388

McArthur 25 515 540

McCaw 0 651 651

McElwain 595 0 595

Minor 307 3 310

Moore 0 189 189

North Mrminham 122 302 424

North Roebuck 780 41 821

Northside 66 295 161

Norwood 216 294 510

Oliver 0 383 383

Parertal 16 12 28

Patterson 22 228 250

Powderly 13 576 589

Powell 124 117 241

Pratt 34 549 583

Price 454 4 458

Princeton 38 128 166

Putnam 439 0 439

Risgins 0 206 206

Riley 3 416 491

Robinson 483 176 659

Scott 1 386 389

Sherman Heights 0 128 126

Shields 13 570 583

Smith 585 0 AS
South East Lake 622 0 622

11-142



1. (b) Continued

School White- Negro Total

Tuitale 2 788 790
Tuy.do 0 369 369
Wash:ngton 0 998 998
West Center Street 0 253 253
Whatley 37 736 773
WAlkerson 0 620 620
Wilson 289 113 402
Wright 464 0 464
Wylam 308 161 469
Homebound 5 2 7

Speech and Hearing 41 16 57

Total Elementary 17,366 23,357

a

40,723

Grand Total 26,076 33,671 59,747

a



(a)

1971-72

The number of full time teachers by race in the district:

xx

Birmingham School
District

WHITE NEGRO TOTAL

123Z 1199 2431

(b) The number of full time teachers by race in each school

in the district:

School . White Negro Total

Banks 34
.

33 67

Carver 28 28
,

56

Enslcy 35 34 69

Glenn 21 20. 41

Hayes 30 30 60

Huffman 37. 37 74

Jones Valley 23 22 45

Parker 36 40 76

Phillips 41 35 76

Ramsay 23 22 45

West End 39 38 77

Western 36 40 76

Woodlawn 55 47 102

Total High School 439 425 864

Elementary
Arthur 8 8 16

Avondale 10 10 20

Baker 6 5 11

Barrett 14 14 28

Brown 11 10 21

Bryant 4 5 9

Bt 10 9 19

Calloway 12 13 25

Center Street 11 13 24

Central Park 9 9 18

Christian a 7 15

Comer 6 6 12

Councill 15 17 32

Curry 14 13 27

Davis 10 11 21

Dupuy 7 8 15

Eagan 6 7 13

Elyton 7 8 15

Fairmont 4 4 s

Fairview 5 4 9

Finley Avenue 6 6 12

Gate City 12 13 25

Gibson 11 10 21

Glen Iris 12 11 23

Going 9 s 17

Corgas '5 5 10

11-144

167

11-18-71



Graymont
Green Acres
Hemphill
Mill
Holman
Hudson
Huffman
Inglenook
Jackson
Jones Valley
Kennedy
Kingston
Lakeview
Lee -

Lewis
Lincoln
Mhrtin
McArthur
McCaw
McElwain
Minor
Moore
North Birmingham
North Roebuck
Northside
Norwood
Oliver
Patterson
Powderly
Powell
Pratt
Price
Princeton
Putnam
Riggins
Riley
Robinson
Scott
Sherman Heights
Shields
Smith
South East Lake
Tuggle
Tuxedo
Washington
West Center Street
Whatley
Wilkerson
Wilson
Wylam
Wright

Total Elementary

10 11 21
10 9 19
8 9 17
10 10 20
7 7 14

24 25 49
10 9 19
12 12 24
17 .6 33
8 . 15

7 5 12
11 12 23
7 s 15
10 9 19

25 28 53
18 ° 20 38
8 9 17
10 10 20
13 14 27
10 9 19

5 5 10

4 5 9

9 8 17

13 13 26
6 7 13

a 9 18

7 a 15.
4 5 9

11 10 21
5 4 9

10 12 22-
8 7 15

5 4 9

7 7 14

4 5 9

7 8 . 15

10 9 19

7 8 15
4 5 9

12 13 25
10 9 19

10 9 19

13 15 28
9 10 19

18 22 40
5 6 11

12 13 25

11 13 24

7 7 14

9 s 17
a 7 15



AdulL Workshop Da 1 0 1

Pratt Eta 1 .1 2

Homebound 4' 4 8

Calloway EMR 0 1 1

Barrett EMIL 1 - 0 1

Bryant EMR 0 1 1

Bush EMR 2 0 2

Gate City EMR 2 1 3

G.:bson EMR 2 1 3

Hemphill EMR - X 1 2

Kennedy EMR 2 1 3

Lakeview EMR 1 1 2

Lewis EMR 1 1 2

Lincoln EMR 1 1 2

Martin EMR 1 0 1

McArthur EMR 0 1 1

Tuxedo EMR 1 1 2

Washington EMR 1 1 2

Enrichment 6 0 6

Elyton Charlanne Phys Hand. 315 1 41/2

Lewis-Slossfield Phys .Hand. 112- 1 21/2

Lakeview Spch.& Hear. (Deaf Edu.)9 0 9

Lewis-Slossficld Spch .& Hrg. 4 5 9

Lakeview .Spch.& Hrg. 11 2 13

Barrett Partially Seeing 1 .0 1

Tuggle Partially Seeing 1 1 2

Glen Iris LD 1. 0 1

Barrett Blind 1 0 1

South Eat Lake LD 1 0 1

Total Elem. Special Edu. 62 27 89

Parker H. S. EMR 1 2 3

Phillips H.S. EMR 4 1 5

Total High School Sp. Edu. 5 3 8

Total Special Education 67 30 97

Total High School . 439 425 864

Total Elementary 726 744 1470

Grand Total 1232 1199 2431

.
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(a) The number of students by race enrolled in the
school dt1;trict. Principals' Reports 9-13-72.

Birmingham Scho61
District

(b) The number of
Enhool of the tliztr±ct.

HIGH
SCHOOLS

Whit;.! Negro Total

23,486 34,284 57,770

'17tudents by raze enr:111ed in each

Bur$
Caver
rtslcy

Glenn
71ayes

Hu
Jo
Pa
Ph

fman
es Valley
ker
llips

Ra say
Wirt End
Western
Woodlawn
Hdmebound

Total High

ELEMENTARY
Arthur
Avondale
Baker.
Barrett
Brown
Bush
Calloway

- Center Street
Central Park
Christian
Comer
Councill
Curry
Davis
Dupuy

' Eagan
Elyton
Fairmont
Fairview
Finley Avenue
Gate City
Gibson

White Negro Total

1,352 132
1 1,362

432
432

1,211
18

466
1,673

152 1,436
348 635
653 1,020

1,370
575

7

1,139
273
12

.1,810

533

1,601
19

1,484
1,363
1,571

725
1,223
1,828

999
1,673
1,588

983
1,673
1,370
2,176

26

7,893 10,789 18,682

508
428
219
-629
610
290

12
515
392
282
amNO

608
11.

10
21
115
144

277
. 3

313
556470

2-147.

2
115
31
126
39
230
522
650

6
=11.

'34

826
165
388
387
387
226
74

8
318
365
70

510
543
257
755
649
520
522
662
521
392
316
826
773
388
397 -
408
341
218
285
321
678
626



I. (b) Continued

SCHOOL White Negro Total

Glen Iris .

Going
Gorgas
Graynont
Green Acres
Hemphill .

Hill
Holman
Hudson
Huffman
Inglenook
.Jackson
Jones Valley
Kennedy
Kingston
Lakeview
Lee
Lewis
Lincoln
Martin
McArthur
McCaw
McElwain
Minor
Moore
North Um:Ingham
North Rocbuck
Northside
Noryood
'Oliver
Parental
Patterson
Powderly
Powe/1.
Pratt
Price
Princeton .

Putnam
Higgins
!Riley

Robinson
Scott
Sherman Heights
Shields
Smith
South East Lake
Tuggle 1

304 135 439
539 539
137 89 226
145 420 565
521 521.
396 96 492
01 429 429 '.

282 67 . 349,
1,382 1,382

530 1 531
500 187 687
56 939 995L.

180 289 469
189 171 360
19 667 686

108 167 275
349 :145 494
8 959 967

-- 734 734
2 348 350
20 512 532

598 598
527 527
293 10 303

199 199
86 385 471
641 41 682
49 253 302
122 450 572

363 363
6 15 21

23 199 222
3 879 882

89 153 242
41111.

42 .10 552
364 20 384
29 136 165

424 424
591 591

5 380 385
454 163 617
--, 382 382

.145 145
-7 559 566

538 -- 538
572 -- 572

2 687 . 689



I. (b) Continued

SCHOOL'. White Negro Total

Tuxedo
..- 396. 396

Washington
..- 951 951

West Center Street
00 V. 222 22P

Whatley
11 719 730

Wilkerson
-- 573 573

Wilson
212 144 356

Wylam
309 148 457

Wright
521 -- 521

Spaulding
490 490

Homebound
- 4 6 10

Speech and Hearing 43 15 58

Total Elementary 15,593 23,495 39,088

Grand Total 23,486 34,284 57,770

. e

1172

11-L49
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Birmingham School District by Race and by Schools: -Mta405

SCHOOL . NEGRO TITLE PROC. WHITE
. .

Banksitigh School 31 0 35
Carver High School 32 .0 23
Enslev High School 34 1 36
Glenn ligh School 15 -0 22
Mayes ,igh School 32 2 28
Huffman High School 33 ..0 45
Jones Valley High School 20 0 25
'Parker High School. 43 0 40
Phillips High School 27

.

0 37
Ramsay High'School 20 0 23
West End High School 37 0 38
Western High School 46 1 26
Woollawn High School 41 0 52

Total High Schools 421 4 430

Arthur Elementary 8 0 9
Avondale Elementary 10 0 10
Baker Elementary 5 1 '6
Barrett Elementary 13 0 18
Brown Elementary 10 0 11.

'Bush Elementary 10 2 13
Calloway Elementary 13 9
Center Street Elementary 13 1 12
Cen'tral Park Elementary 8 0 11
.Christian Elementary 6 0 8
CoMer Elementary 5 0 7
Councill Elementary 20 15
CUrry Elementary 14

2
1 14

lavis Elementary 10 3 6
Dupuy Elementary P 0 . 6
Eagan Elementary 1 7
21yton Elementary 7 1 11
Fairmont Elementary 4 0 5
Fairview Elementary 4 0 6
1Finley Avenue Elementary 7 1 6
Gate City Elementary 14 6 15
.Gibson Elementary. lk. 2 14
,Glen Iris Elementary 10 3 11
GOing Elementary 8 0 10
Gorgas Elementary 4 '1 5.
Graymont Elementary 11 1 9
Green Acres Elementary 8 0 10

-:Memphill Elcrientary 8
.
0 12

.Hill Elcutcuy 9 3 7
'Bolman Ele ,,:-:ir 5 0

.

7
Homebou&. 4 0 -. 5

, Ptudson Elementary 28 '3 -20
Thsffman Elementary 8. 0 : 10
lEnglenook Elementary' 12 1 3 13

':.Jackson Elementary .28 1 '17
(Continued).

11.150 1

.

TITLE PROC. TOTAL TITLE PROM'

0
1
2
1

1

0
.

66
55
70
37
60
'isl

0 45
2 83
0 74
2 43
1 75.

2 72
2 93

14 851

0 17
0

.
20

0. 11
1 4, 31
0 21
2 23
0. 22
0 25
0 19
0 14
0 12
0 35
2 28.
0 . 16
0 24
C 15
'0 18
0 .9
0 10
0 13
4 29
1

,
26

1. . 21
0. 18
0 9
0 20
0 18
2 20
1. -JAS

0 . 12
0 9
1 .48
0- 18
3 25
9 35

0
1
3
1
3
0
0
2
0
2 ,

1
3
2

18

0
.0
1
1
0
4
2
1
0
0
0
2
3
3
0
1
1
0
0
1
8
3
4
0
1
1
0
2
4
0
0 .

4
0
6
A.

I
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Birmingham Schoo1 istrict by Race and by Schools (continued)

SCHOOL NEGRO TITLE PROC. *winTE TITLE PROC. TOTAL TITLE PI

Jones Valley Elementary 8
Kennedy Elementary 7

Kingston Elementary 14
Lakeview Elementary 5
Lakeview Speech & hearing 2
Lee Elementary 9
Lewis Elementary 23

'Lincoln Elementary 19
Martin Elementary 9
McArthur Eldmentary 10
McCaw Elementary 12
McElwain Elementary 8
Minor Elementary 5
Moore Elem,mtary 6
North Bi rainzham Elementary 10
North Reobuck Elementary 11

. Northside Elementary 7
Norwood Elementary 10.

Oliver Elementary 9
Patterson Elementary 6
Powderly Elementary 18
Powell Elementary 5
Pratt Elementary 13
Price Elementary 6
Princeton Elementacy 4
PUtnam Elementary 7

Riggins Elementary 11
Riley Elementary 9
Robinson Elementary 8
Stott Elementary. 9

Sherman Heights Elementary 5
Shields Elementary 14
Smith Elementary 8
South East Lake Elementary 7
Speech & Hearing Center 2
TVggle Elementary 15
TUxedo Elementary 10
Washington Elementary 22
West Center Streef Elementary 6
Whatley Elementary 13
Wilkerson Elementary 12
Wilson Elementary 6
Utight Elementary 8
WYlam Elementary '4'

Spaulding Elementary 9

Total Elementary Schools 764

Total High Schools 421'
..

Total All Schools '. 1185
.

0
1

1

0
0
1

2
4
2

2

.

. 11
8

12
7
21
11
17
13
6
10

2
0
0
1

0
0
2
0
0
0

19
15
26
12
23
20
40
32
15
20

1 11 2
.

23
0 11 0 19
0 6 0 11
2 4 0 10
1 10 2 20
0 12 0 23
1 5 0 12
1 10 0 '20

2 6 1 15
1 4 0 10
1 12 0 30
0 7 3 12
2 9 .0 .22
0 8 0 14
0 5 2 - 9
0 8 0 15.

. 0 10 1 71
7 1 . 16.1

0 , 13 0 21-
2 7 0 16
3 2 0 7
2 9 0 23
0 10 0 . 18
0 11 0 18
0 21 0 23
1 10 0 25
1 6 0 16
4 .

15 0 37
1 4 G 10
0 11 0 24
1 11 0 23
2 9 1 15
0 10 0 18
0 10 1 17
0 8 0 -17

79 .762 37 1526
. .

4 430 14 851
.

83 1192 51 2377

(Holy Family - Mrs, Cwendolyn White - B)
174

2
1

1

1

0
1

4
4
2
2
3
0
0
2
3
0
1

1
3
1
1
3
2
0 .

2
0
1

2 .

0
2
3
2
0
0
0
1
1
4
1
0
1
3
0
1
0

116

18 -

134
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9-26-73 I.

(a) The number of students by race enrolled in the school
district. Principals' Reports 9-12-73.

White Negro Total

Birmingham School
District 20,867 33,621 54,488

(b) The number of students
of the district.

HIGH SCHOOLS

by race enrolled in each school

White Negro Total

Banks 1,291 128 1,419
Carver 2 1,33r 1,338
Ensley 1,064 448 1,512
Glenn 197 476 673

Hayes 9 1,164 1,173

Huffman 1,862 25 1,887

Jones Valley 530 957

Parker
427
-- 1,574 1,574

Phillips '84 1,451 1,535

Ramsay 315 618 933

West End 506 1,073 1,579

Western (Jackson-Olin) -- 1,282 1,282

Woodlawn 1,403 610 2,013

Homebound 24 12 36

Workshop, Inc. 8 10 18

Total High 7,192 10,737
1.

17,929

ELEHENT:RY
.

Axthur 543 2 545
Avondale 344 73 417
Baker 177 42 219

Barrett 568 125 693
Brown 545 47 592
Bush 304 241 545
Calloway -- 494 494
Center Street 21 601 622
Central Park 502 12 . 514
Christian 353 -- 353

Comer 242 35 277
Councill P. opal 755 755

Curr:. 541 148 689
Davis . 368 368
Dupuy 6 364. 370
Eagan 24 386 410
Elyton 87 256 343
Fairmont 117 89 206

.Fairview 252 . 17 269

.11-152
1 75



lb

I. (b) Continued

SCHOOL White

Finley Avenue
Gate City 200

Gibson 499
Glen Iris 199

Coin's 518
Gorgas 103

.Graymont 86
Green Acres 459
Hemphill 339
Hill
Holman 238

Hudson
Huffman

.111.

470
Inglenook 499
Jackson 24

Jones Valley 133
Kennedy 147
Kingston 13
Lakeview 92
Lee 269
Lewis . 8
Lincoln
Martin
McArthur 13
McCaw
McElwain 459
Minor 311
Moore
North Birmingham 63
North Roebuck 557
Northside 26

NorwoOd 60
Oliver
Parental 16

Patterson 17
Powderly
Powell .59
Pratt, 41
Price 265
Princeton 13
Putnam 354
Higgins
Riley
Robinson 379
Scott
Sherman Heights
Shields 8
Smith 502
South East-Lake 542
Spaulding
Tuggle

Negro Total

289
406
'72

86

84
458

86
426
64

1,256
9

175
1,007

306
139
619
174
144
825
661
312
531
515

14
187
479
44

229
552
327
14

197
834
182
487
90

.122
.

561
384
152
379
132
535el

2
511

176 677

11-153

14;n:

289
606
571
285
518
187
544
459
425
426
302

1,256
479
674

1,031
439
286
632
266
413
833
661
312
549
515
459
325
187
542
601
255
612
327
30
214
834
241
528,
355
135
354
561
384
531
379
132
543
502
544
511
677



I. (b) Continued

SCHOOL White Negro Total

Tuxedo' 393 393

Washington
'Street

895 895
West. Center 202 202

Whatley 15 706 721

Wilkerson 513 513
Wilson 154 194 348
Wright 511 -- 511
Wylam 266 142 408
Epic 71 27 98

Homebound 6 4 10
Speech and Hearing 40 18 58

Total Elementary 13,675 22,884 36,559

Grand Total 20,867 33,621 54,488

L.

177

11-154



(a) The number of full time teachers by race in the district -
1973-74 (as of October 2, 1973):

Birmingham School
District

White Negro Total

1,125 1,157 2,282

(b). The number of full time teachers by race in each school in

the district:

HTCH SCHOOLS White

Banks 37

Carver 24

Enslcy 38

Glenn 27

Hayes 28

Huffman 51

Jones Valley 24

Parker 34

Phillips .36

Ramsay 24

West End 38

Jackson-Olin 23

Foodlavn 54

Holy Family -----

Total HigI 438

ELEMENTARY
Arthur 10

Avondale 8
Baker 5

Barrett 14

Broun 11

Bush 0 9

Calloway 8

Center Street 11

Central Park 10
Christian °./

Comer 6

Councill 13

Curry 15

Davis 6

Dupuy 7

Eagan 7

Elyton 6

EPIC 8

East Lake Kindergarten 3

Fairmont 3

Fairview 5

Finley Avenue 5

.Cate city 12

Vegro Total

29 66

37 61
32 70

14 41
31 59.

33 84

21 45
44 78

36 72
20 44
36 74
47 70
34 88
1 1

415

. 10
8
4
11

10

10
71,

9

6

4

16
15
9

7

8

7

6
3

6
5
6

178 11-
.14i,

853

20
16
9
25f
21
18
18.
25'

19
13
10
29
30
15
14
15
13
14
6

.9

. . ,



II. (12) Continued

School White Negro Total

Glen.Iris 8 5 13

Going 10 9 19

Gorgau 4 5 9

Graymone 7 12 19

Green Acres 10 8 18
Hemphill 8 8 16

Hil 9 11 20

Holman E 5 13
Hudson 21 30 51

Huffman 9 8 17

Inglenook - 13 12 25
Inglenook Dudley Kinder-

garten 3 3 6

Jackson 18 18 36

Jones Valley 9 8 17

Kennedy 5 5 10-

Kingston 10 14 24

Lakeview 5 4 9

Lee 8 6 14

Lewis 15 18 33
Lincoln 10 14 24

Martin 5 7 12

McArthur 9 11 20
McCaw 8 11 29

McElwain 9 9 18

Minor 6 5 11

Moore 4 4 8

North Birmingham 10 10 20

North Roebuck 11 11 22

Northside 4 6 10

Norwood 11 12 23

Oliver 8 9

Patterson 4 3 9

Powderly 14 16 30

Powell 6 4 10
Pratt 9 10 19

Price 7 6 13'

Princeton 5 5 10
Putaam 7 6 13

Riggins 11 11 22

Riley: 6 10 16

Robinson 10 10 20

Scott 7 10 17
Sherman Heights 2 5 . 7

Shields 11 13 24

Smith 9 9. 18
South East Lake 12 10 22



Wright 1.0 J.V

Wylam 9 9 18

Total Elemcntary 687 742 1,429

Total High School 38 415 853

Total Elementary 37 742 1 429

Total All Schools 25 1,157 2,282.

'411y Family - Mrs. Gwendolyn White - B and 1 B Aide)

180

. ,



APPENDIX J-1

Prograin Outline -Por the Preparation
of "iirincipals, Supervisors and
Directors for Desegregation of
Schools.
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APPENDIX J-2

Ptogram Outline for the Preparation
of School Leadership Group (500
members from 89 schools) for
Desegregation of Schools.
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PREFACE

In May, 1974 a research team of four persons, representing Teachers
Coilege, Columbia University, visited Durham, North Carolina to study and
document the processes if e Durham City Schools engaged in during its
transition from a segregated to a desegregated district. Durham was one of

five school districts included in the comparative study oi desegregated settings,
funded by the National Institute of Education, which had as its goal the
documentation of key processes that are associated with the implementation of
successful desegregation plans.

The team spent four days in the Durham City community meeting with
central administrative office rtrsonnel, principals, teachers, students and parents.
Attempts were made to gather data, through formal and informal interviews,
of their knowledge ot, involvement in and perceptions of the city's desegro-
gation process and plan. The team also made formal and informal observations
in eight of the district's twenty-six schools. A total of twelve instruments were
used to insure consistency in the collection of data across the district's schools.

While it is important to evaluate long-rang4, effects of a desegregation plan
and a desirable goal of a research effort, the team was constrained in terms of
time and manpower as well as the study design to address holistically the social,
psychological and economic effects desegregation has had on the city. This
study, then, is a description of the process of Durham's desegregation plan.

The writer extends a word of thanks and appreciation to all persons who

ihared their time, knowledge and feelings with the team. Special thanks are
due to Dr. Frank B. Weaver, Assistant Superintendent for knstructicsa who,
along with Superintendent Lew W. Hannen, made the onsite visits possible.
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CHAPTER I

BACKGROUND

Description of Town and Demographic Dotal

Durham, a city of 95,438 persons according to 1970 Census data, is located
in the Piedmont region of North Carolina. It is a city with a "unique blend of
town and gown, factory whistle and symonic sounds, city streets and country
lanes. A city where a child can grow up to be an All-American athlete, a famous
medical specialist, d university president, a great scientist, or head of one of
America's largest companies--without Ewer leav:ng the area "

Listed as Durham's greatest asset is its proximity to outstanding educational
facilities. Duke University and predominantly black North Caro lin, Central
University are located within the city Rmits. Ten miles south in Chapel Hill is
found the University of North Carolina. Travelling east of Durham to Raleigh one
finds North rarolina State University. These institutions and dozens more tre-
mendously influence the lives and life styles of citizenry in the area. "A typical
week may find David Brinkley lecturing or Eugene Ormandy and the Philadelphia
Orchestra in town for a concert, while the Duke Blue Devils play host to Southern
Cal," or North Carolina Central Eagles hosts the Pan African Track Meet.

The Durham area is heralded by many as being the medical capital of the South
with two university teaching hospitals--Duke Hospital and the University of North
Carolina Hospital being located there. Additionally there Is a veteran hospital
and several other rehabilitation institutions as well as !ocally run hospitals in the area..

I Information in this section was taken from Durham, A Rare Combination of
Qualities and Durham, North Carolina Economic Summary both produced by the
Greater Durham Chamber of Commerce, and "Durham, N.C., A Slow Dance With
Progress," by Lawrence Wright, Race Relations Reporter 4(March, 1973).



Durham has a host of the notion '.5 largest industries, for example, Ligrltt
and Myers, Inc., Sperry Rand Corporation, General Electric Company, and
black owned and operated North Carolina Mutual Life Insurance Company.
The city also forms one point of the trkngle which denotes closeness of The
Research Triangle, a 5,200 acre campus devoted to research-oriented industriec.

One of the characteristics thcn 13 said to set Durham apart from many cities of
cnmparable or even greater size is the economic stability, the political powers and
the status of family life of a portion of the 38.8 percent of black citizens who make
up the city's population. Historically, Durham has been considered a piog-sssive
city, entrepreneurally, for its black residents. During the early part of the century
when W.E.B. DuBois visited the city he marvelled that, "Today: . . rn Durham. . .
a black man may get up in the morning from a mattress made by black men, in a house
which a black man built out of lumber which black men cut and planed; he may put
on a suit which he bought at a colored haberdashery and sucks knit at a colored mill;
he may cook victuals from a colored grocery on a stove which black men fashioned;
he may earn his living working for colored men, be sick in a colored hospital, and
buried from a colored church; and the Negro insurance society will pay his widow
enough to keep his children in a colored school . . . ." While some of the industry
mentioned by Dr. DuBois faded into oblivion, two well-known and influential black
industries prospered, North Ccrolina Mutual Insurance Company and Mechanics and
Farmers Bank.

Another characteristic of Durham, as described by the mayor, Jim Hawkins,
leads to the realization that Durham did not escape the turmoil and social upheaval
that rocked much of the nation in the 60's. According to the mayor, "We've had
a social revolution in this town. Fran 1960-1968 we experienced more turmoil than
any other city. We had to face the problems of a tremendous number of low-income
people. In 1968, . . . a black community organizer and I had violent confrontatien:.-
now I sit down every day with him. . . . Here we have people of all persuasions
forming unbelievable alliances."

One of the unbelievable alliances the mayor referred to
occurred in 1971 during the school charrette--a workshop
devoted to problems in the schools. lhe co-chairmen
of that Charrette were C.P. Ellis, president of the Durham
chapter of the United Klans of America and Ann Atwater,
a militant black member of United Organizations for Com-
munity Improvement. The Charrette was widely attended and
a cathartic experience for the Community. It produced a
list of recommendations for improving the schools, and
momentarily projected its co-chairmen into national prom-
inence on the David Frost Show and tours of several



major cities.

The average resident in D'irhom has coapleted nearly twelve years of school
and has an eaming of approximately $8,300 per year. The city's unemployment
rate has been stabilized below 3 percent. In spite of such statistics and previously
stated rare qualities, nearly 15 percent of all income producing families earn in-
comes below the poverty level and nearly 29 percent still receive public assistance
income.

Description of School District Prior to
Present Desegregation

According to a 1971 research article entitled "A Change In Times," by Brenda
Clegg: "With the Supreme Court ailing to integrate schools. . . Durham Negroes,
like many other southern Negroes began to request action for local schoo! integra-
tion . In 1958, the Mayor's Committee on Human Relations tried to arrange meetings
between the City School Board and Negroes in the community, but the school boa J
refused to meet. Some progress was made on August 28, 1959 at a special meeting

of the City Board of Education. It was agreed that white junior and senior high
schools would be integrated. . . ." Perhaps the significance of Ms. Clegg's state-
ment lies in the reminder that there wcs agitation in Durham's bleak community
shortly after Brown vs. Board of Education in 1954 directed toward desegregation

fo the city's schools. As in other plaTeTiWere similar agitation occurred, solutions
arrived at were short-lived and designed primarily to placate.

Much of the historical data deseribing activities that occurred in conjunction
with the Durham desegregation process were not at the disposoI of the study team.
One piece of data that was available was ethnic enrollment by schools for each of
the Durham CP,' Schools far the 1962-63 school year. As can be seen in Table 1,
whatever desegregation that might have occurred prior to the 1962-63 school year
had run its course. During this school year there were 15,071 students in the twenty-
five schools operated I* tlie Durham City Schools. Of this total number,7,822 (52%)
were white and 7,249 (48%) were black. There were ten all-black schoob and
fifteen all-white schools.

Oa October 15, 1965, a "Plan For Desegregation of The Durham City Schools"

was presented to the U.S. District Court for the Middle District of North Carolina.
The plan was developed in response to a motion filed by the NAACP Legal Defense
Fund against the Board of Education. In effect, it abolished all attendance zones
used during and prior to 1965-66 Which had been adopted for elementary and junior
high schools in the district and the feeder system of assignments to high schools.

203
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Table 1

1962-63 Ethnic Data by Schools

Durham City Schools
Durham, Ntrth Carolina

(Membership rq of 10-1-62)

Ichool

Wirham High

Irogden Junior

arr Junior

blton Junior 0

lub Boulevard Elementary

dgemont Elementary

uller Elementary

olloway St. Elementary

akewood Elementary

orehead Elementary

orth Durham Elementary

K. Powe Elementary

E. Smith Elementary

outhside Elementary

eorge Watts Elementary

Lllside High

Oitted Junior

arton Elementary

rest St. Elementary

1st End Elementary

tyettaville Elementary

ram Park Elementary

!arson Elementary

lulding Elemeutary

altown Elementary

TOTALS

Grade/Level Enrollment White
No.

B1
No.

10-12 1,692 1,C92 100% 0

7-9 590 590 1007. 0

'7-9 858 868 100% o

- 7-9 611 611 100% 0

1-6 582 532 :1.007. o

1-6 371 .371 100% 0

176 136 136 100% 0

1-6 386 386 100% 0

1-6 348 348 100% 0

1-6 337 337 100% 0

1-6 304 304 100% .0

1-6 554 554 100% o

1-6 526 526 100% 0

1-6 140 140 100% 0

1-6 377 377 100% o

10-12 1,301 o o 1,301

7-9 1,438 o 0 1,438

1-6 716 0 0 716

1-6 208 o o 208';

1-6 725 0 o 725 -

1-6 547 o o 547

1-6 566 o o 566

1-6 945 o o 945

1-6 564 o o 564.,

1-6 239 0 0 2391

15,071 7,822 .(S22) 7,249

II;-180



"The Durham City Board of Education established one general school district within
the Durham City Administrative School Unit and opened enrollment to all students at
all schools within the district without regard to race, color, religion or national
origin."

In abolishing all attendance zones and the feeder system the district concurrently
adopted a policy of complete greedom of choice to be "offered annually to all pupils
in all grades of all schools without regard to race, color, religion or national origin."
The responsibility for school selection became that of the parent, in accordance with
certain practices and procedures. School personnel were forbidden to advise, recom-
mend or otherw7ce influence the parents' choices.

The plan allowed for assignments of students to be made in accordance with the
highest school specified on an application black provided by the district until the
maximum capacity per classroom was reached at each school (See Exhibit "A,"
"Application for Assignment"). If neither of three choices made by parents could
be granted, the parents of the child would be notified and required to make another
choice from among other district schools where space is available. Written notice
of final assignments were moiled to parents within a given num ber of days prding
the school year or a given number of days following receipt of the application, which-
ever occurred last. Procedures differed somewhat depending on the classification
of students - -for an example, pupils entering first grade, pupils promoted to junior
high or senior high school, pupils not promoted from highest grade in elementary and
junior high schools, and so forth. However, the basics of the plan for each category

were the same.

'Me plan called for the establishment of "capachy" of each schoca and classroom
in accordance with the maximum capacity per classroom permitted under the.mini-

mUm standards for accreditation established by the N.C. Department of Public
Ingtrisction and the Southern Association of Colleges and Schools. Applications for
A3signment and Re-Assignment (See Exhibit "B") were honored on a first come,.

first served basis, "although exceptions may be made in some instances in a non-

discriminatory manner."



ECHIBIT

DURHAM CITY BOARD OF EDUCATION

APPLICATION FCR ASSIGNNENT FCR 1966-67 SCHCOL

(Parent, Guardian or Person.Standing in Place of Parent)

destre that my child,
(la;;;;;) (Nam of Pupil)

who attended School during the 1965-66 school year and was

enrolled in the grade, be assigned to one of the following schools for

the 1966-67 school year, in the order listed below:

First Choice: School

Second Choice: School

Third Choice: School

2

Signed:

Witness:

Date:

NOTE:

(Signature of Parent or Guardian

This application must be returned on or before

to:

Pupi11s Hamra= Teacher (if during school)
Or

Superintendent of Durham City Schools
Fuller School Building
Corner of Chapel Hill and Cleveland Streets
Durham, North Carolina

(For information purposes a list of all schools and
City Schools is attachedi.)

MINSIMMIV 11
'at USE OF SCHCOL OFFICIALS 0

Returned to and receited byrme
day of

galiig
.1601141,1



Witness:

Date:

Signed:

NOTE:

(Signature of Parent or Guardian)

This application must be returned on or before

s 19 s to:

Superintendent of Durham City Schools
Fuller School Building
Corner of Chapel Hill and Cleveland Streets
Durham, North Carolina

(For information purposes a list of all schools and grades taught in the Durham

City Schools is attached.)

.41mOwalmoIvOmoimo.

CR USE OF SCHOOL OFFICIALS:ONLY

-

Returned to and received by me

this day of

,o4 1'

possible helped to articulate the Board's programs and plans.

During the latter part of the first year of desegregation, a workshop devoted
to the problems of the schools, called a school charrette, was held in the com-
munity. According to an article written by Lawrence Wright entitled "A Slow
Dance With Progress," published in Race Relations Reporter: "The charrette was
widely attended and a cathartic experience for the community. It produced a
list of recommendations for improving the schools. . . . However, the school
board did not implement a single recommendation referred by the charrette."



CHAPTER H

DEVELOPMENT AND DESCRIPTION OF CURRENT DESEGREGATION PLAN

Circumstances Leading to Plan

In an article carried in the June 29, 1970 Durham Herald and Sun, entitled
"4 Durham Schools To Be Paired in Revised Desegregation Plan," the editor stated:

Pahing of four city elementary schools and revised boirnaries
for the city's junior and senior high schools were revealed "

in the new desegregation plan filed by the City Board of
Education with U.S. Middle District Judge Edwin M.
Stanley. . . . City School Board members were instructed
by Judge Stanley. . Jo provide a new plan for further in-
tegration of city schools without a continuation of the
seven-year-old 'freedom of choke' plan.

The judge's order was in response to a motion filed by the NAACP Legal Defense
Fund reopening legal proceedings against the school board. The suit filed asked
that each school in the district be forced to reflect the system-wide ratio of blacks
to whites. The school board did file a plan, but was not required by the court to
set up such a ratio at each school. The board proceeded to draw up plans that
would "further desegregation" with the understanding that some schools would re-
mained predoMinantly kilack and others would remain predominantly white.

Par :nts in Plan Design

Interviews with principals and other school persomiel in the Durham City Schools
revealed that the Durham Desegregation Design was the creation of the sc ool ad-
ministration as representatives of the City Board of Education and the co t which
held jurisdiction over the case. The writer was given access to the design entitled,
"Plan For Further Desegregation of The Durham City Schools," which wa submitted
to the court on June 26, 1970 and was to commence with the 1970-71 sçlooI year.
The fourteen points proposed in the plan are summarized below:

208
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1. The Durham City Board of Education will operate twenty-four (24)
schools in the district, consisting of two (2) high schools, si.: (6)
junior high schools, and sixieen (16) elenientary schools. Table 2
lists the names, grades and racial compositions of each of the
schools.

2<, Geographical attendance zones will be established for each high
school, junk: high and elementary school..

3. Each studen rj the district's grades 10-12 will be assigned to the
high school located within and serving the geographical attendance
area in which the student legally resides. For the 1970-71 school
year only resident and non-resident seniors were permitted to attend
schools in which they were enrolled the previous year subject to
availability of space.

4. Each student in grades 7-9 will be assigned to the junior high school
located within the geographical attendance area in which the student
legal ly resides.

5. Each student in the district in grades 1-6 will be assigned to the ele-
mentary school located wtthin the geographical attendance area in
which the student legally resides.

6. Based on actual enrollments and residential patterns of pupils for
1969-70, geographical areas established for 1970-71 will result in
a racial mixture of students in each of the district's schools.

7. Students whose race constitutes a majority in a given school may,
through their parents or guardians, opt for reassignment to a schoo
in which their race h in the majority.

8. Mentally retarded and exceptionally talented pupils may be assigned
to facilities specifically provided for such pupils, in a non-discriminatory
manner and without regard to race.

9. The Superintendent with the consent of the Bcard reserves the right to
change a student's assignment to a school outside his/her geographical
attendance area in proven hardship cases.

10. The Board may re-define geographical attendance_areas'and.grades taught
per school in order to accommodate the allocation of.pUpil concentration
to available facilities on a reasonable geagraPhiaal basis, without
affecting the unitary character of the ichookin-thii:iyitem..

:40



Proposed Ethnic Distribution of Students
By Schools - Durham City Schools

Durham, North Carolina
(School Year 1970-71)

:hool Grade/Level
z42,..bership

May 1, 1970

arham High .
10-12

Lllside High 10-12

rogden Junior 7-9

arr Junior 7-9

Dlton Junio'r 7-9

3gers-Herr Junior , 7-9

'Aepard Junior 7-9

iitted Junior 7-9

urton Electentaiy 1-6

1ub Boulevard Elementary* 4-6-

rest St. Elementary

mst End Elementary* 1-3

Proposed Plan For 1970-71
TOTAL Black Whit

No. % No.

1,697 1,604 809 50%

1,246 1,279 744 58%

665 635 133 21Z

446 425 207 492

500 519 274 53%

460 475 315 66%

573 528 418 79%

1,015 785 640 82%.

189 523 360 69%

538 466 27 6%.

(To be discontinued)

542 483 380 79%

Igemont Elementary (To be discontinuedbuilt in 1901)

ayetteville Elementary** 3-6

. N. Harris Elementary*** 1-2

olloway Elementary 1-6'

akewood Elementary** 1-2

yon Park Elementary 1-6

orehead Elementary 1-6

orth Durham Elementary 1-6

G. Pearson Elementary 1-6

K. Powe Elementary 1-6

E. Smith Elementary*** 3-6

.C. Spaulding Elementary 1-6

alltown Elementary 1-6

eorge Watts Elementary 1-6

TOTALS

*rwo schools paircd with each other
**Two schools paired with each other
**Two schools paired with each other

581 554 414 75%

384 273 155 57%

400 504 253 50%

389 276 206 75%

339 365 235 64%

292 290 195 67%

215 228 135 59%

746 769 696 91%

505 510 148 29%

569 547 310 57%

455 493 424 86%'

155 273 125 46%

293 277 101 36%

. 13,081 7,704 . 59%

795

535

502.

218

245

160

110

145

163

439

103

140

118

251

70

130

95

93

73

362

237

69

148 vf.

176

5 37T



11. No student legally residing in another administrative unit will be
assigned, either with or without payment of tuition, to a Durham
City School; neither will the reverse be permitted. Exceptions
for 1970-71 for each case were seniors.

12. Faculties will be assigned so that the ratio of black and white faculty
in each school will reflect the same ratio throughout the school system.
"Teachers and other professional personnel shall not be dismissed, de-
moted, retained or passed over for reemployment or promotion on the
grounds of race, color, or national origin. . . ."

13. All courses, facilities, programs and extra curricular activities offered
at any school in the district will be equally available to all pupils
attending a given school.

14. "No later than October 15, 1970, the attorneys for the Board of
Education will submit a report to the Court with a copy to counsel for
plaintiffs, setting forth the racial composition of students and faculty
at each school in the administrative school unit."

Though the plan as summarized above remains in effect today, it has not been
uncontested legally or even by the Board of Education itself. Fluctuation in en-
rollment and the loss of students have rendered Durham's plan, insofar as student
population is concerned, unstable. A comparison of the total column in Tables
2 and 3 serves as an indication why there was a variety of concern about the dis-
trict's plan. Enrollment in the district decreased by slightly less than 1,000,
while the pupil population shifted 3 percent toward a larger black proportion.

During the 1971-1972 school year, the Board of Education spent the better part
of that year working on a plan that would realign the racial makeup of the schools
before the courts once more interceded. The plan, called "tentative," involved
tripling the number of students bussed, the closing of a predominantly black ele-
mentary school, fne converting of cne junior high to a vocational center, the
pairing of several elementary schools and the sending of one-sixth of all junior high
students to distant schools. The goal of the plan was to distribute the minority
white population more evenly in the schools. Though the Board abandoned an idea
of airing the proposed plan at a public hearing, it did suggest that citizens send in
written suggestions about changes proposed. The Board sought answers to such

questions as:

1. How many residents would leave the school system and put their children
-in private schools because of the plan?

211
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Table 3

1971-72 Enro'lment Data by Schools
Durham City Schools
Durham, North Carolina

(Totals Inclusive of Only Black and White Students)

Salool Grade/Level Enrollment
t -

White Blad.k

No. No.

.Mrham, High

Hillside High

Brogden Junior

Carr Junior

Holton Junior

Rogers-Herr Junior

Shepard Junior

Whitted Junior

Bnrion Elementary

Club Boulevard Elementary

East End Elementary

Fayetteville Elementary

' R. N. Harris Elementary

Hcilloway Elementary

Lakewood Elementary

'-toon Park Ulementary

Aforehead Elementary

Aforth Durham Elementary

V. C. Pearson Elementary

B. K. Pawn Elementary

Y. E. Smith Elementary

C.'Spaulding Elementary

',-*11tcwn Elemeatary

*Zedrge Watts Elementary

TOTALS

10-12 1,522 837 55% 685-

10-12 1,180 354 30% 826

7-9 575 454 79% 121

7-9 395 213 54% 182

7-9 585 316 54% 269

7-9
6

453 140 31% 313

7-9 490 29 6% 461

7-9 678 47 7% 631

1-6 582 91 16% 491

4-6 427 248 58% 179.

1-3 432 173 42% 239

3:6 579 127 22% 452

1-2 257 80 31% 177

7.-2 2a9

1-6 274 53% 243:311

113 39% 176

1-6 214 51 24% 163

1-6 318 108 34% 210

1-6 185 67 36%
.

,. 118:

1-6 668 3.1 5% 635,',

1-6 426 319 75% -107

3-6 525 194 ': 37%

1-6 460 14

1-6 240 127.

1-6 324 :204':

12,301 .4,613



Table 4

1972-73 Enrollment Data by Schools
Durham City Schools
Durham, North Carolina

(T3tals Inclusive of Only Black and White 3rudents)

Cchool

iumham High

[Inside High

Irogden Junior

4Er Junior

Iolton Junior

bgers -Herr Junior

bephard Junior

bitted Junior

trton Elementary

lub Boulevard Elementary

est End Elementary

ayetteville Elementary

N. Harris Elementary

011oway Elementary

akewood Elementary.

yon Park Elementary

brehead Elementary

Orth Durham Elementary

r. G. Pearson Elementary

K. Powe Elementary

E. Smith Elementary

Spaulding Elementary

Altown Elementary

tOrge Watts Elementary

*Operative

TOTALS

Grade/Level Enrollment
No.

White
No.

Black

10-12 1,401 687 49% 717 51%

10-12 .,, 1,298 383 30% 915 70%

7-9 533 423 79% 110 212:

7-9 338 153 457. 185 55%

7-9 5A8 275 50% 273 50%

7-9 438 106 24% 332 76%

7-9 449 19 4% 430 96%

7-9 545 48 7% 597 93%

1-6 553 59 11% 494 89%

4-6 357 181 51% 176 49%

1-3 387 130 34% 257 66%

3-6 589 89 15% 500 85%

1-2 272 52 30% 220 70%

1-6 484 193 40% 211 60%

1-2 241 50 21% 191 79%-

1-6 171 28 16% 143 84%

1-6 231 70 30% 161 70%.

1-6. 193. 66 34% 127 66%.

1-6 562 23 4% 539 962.-_

1-6 339 245 72% 94 28%;!.

1-6 503 144 29% 359 71t.:

1-6 458 14 3% 444 97;

1-6 203 98 48% 105 52%,

1-6 220 122 55% 98 45%.,

74 8 11% 66 89Z1
v

. 11,421 3,666 32% 7,744 68;:j?



2. How many would submit to bussing?

3. How many would abide by the plan but form car pools to avoid

bussing?

Approximately 500 responses were received, the majority of wMch were negative.
Sharp criticism met by the Board and its int-oduction of the plan forced it to re-
treat and to continue to operate under the plan ordered and approved in 1970.

Table 4 shows enrollment figures for the 1972-73 school year. Again the Total
co'aumn for all students reveals a reduction in total enrollment from the past year
by slightly less than 1,000. There was a concurrent shift in population of 6 percent
toward a larger black proportion. This situation led to another motion being filed
by the NAACP Legal Defense Fund asking the court to direct the city school board
to prepare a plan to further desegregation. The suit also asked that an area called
"city out"--an area located within the city limits but now under the jurisdiction of
the county school system--be incorporated into the city system.

In order to address the "city out" part of the motion, the Legal Defense
attorneys eventually widened the suit to include other agencies of the State of
North Carolina which have some power, authority or interest under state law con-
cerning the boundaries of the school district--namely, the Durham County Board of
Education, Durham County Commissioner, Durham CHy Council and the North
Carolina Board of Education. The writer was not shown any data that led him to
believe nor feel it necessary to report any movement on the part of the d!..-Arict re-
lating to the portion of the suit which called for a plan for further desegregation.
It is assumed that the 1970 court order and resulting plan prevails. However, the
writer can report that during the onsite visit to the district, legal proceedings were
just beginning in the court on the "city out" hsue.

RaftWanit



CHAPTER III

PROCESS LEADING TOWARD IMPLEMENTATION

In an attempt to detennine what the key processes were that led to imple-
mentation, tke study team sought written documents from the central
acireinhtrathfe offices, newspaper clippings from the local news, and it conducted
interviews with school personnel at all levels. The team found little written
informrtion about processes that led to preparation of the community, as well as
students, teachers and other school personnel for accepting desegregation. One
central administrator indicated that the district's major concern was effectively im-
plementing its desegregation program and by so doing it did not have the time to
write down the process.

Articulation of Plan

The local press was used to a great degree to keep the public informed about
the status of the motion filed against the Board of Education. It was instrumental
in keeping the public abreast of the salient features of the plan, for example, pro-
posed black/white ratios in each school, the amount of bussing to be used in the
plan, the changing character of a school's program, and so forth. When the first
"pennanent plan" for desegregation was adopted, the plan in its entirety w:zs printed
in the paper. Though neither the writer nor the study team members saw copies, sour

sources in the school district indicated that a similar action was employed when the
current plan was adopted. In addition to providing frequent inforniation on the com-
ponents of the plan, the local paper, through its editorial column, alio provided a
forum for public expression about it.

In the absence of %mitten information other than newspaper clippings, about
key processes leading toward implementation, the study team asked various persons
in interviews to recall as much as possible about the way the plcn was articulated
to them as well as the way they were prepered for tie change.



Teacher and Staff Involvement and Preparation

Twenty-four teachers, a sample drawn from each school visited, were asked

a series of questions concerning their knowledge about the paln, their involvement
in it, and their perceptions of thz: processes that led to its implementation. The
first question asked was "Are you familiar with the Integration Plan?" All of the
teachers queried, except two, had been in the Durham City Schools for at least
four years; they were in the district during the first year of the current plan.
Twenty, or approximately 81 percent, indicated "yes" to the question. Two,
or 9 percent, stated that they were "vaguely" familiar with the plan and two, or
9 percent, suggested that they were not familiar with it.

Teachers were then asked, "How did you become familiar with the integration
plan? What VMS the extent of articulation by school officials?" There was a range

of answers to these questions. Answers have been categorized below for the sake
of reporting frequencies of responses:

1. There was no articulation from school officials 6

2. Announcements in news media 8

3. Board of Education meetings, public meetings 6

4. Teachers not in the district at the time 2

5. Teacher lived through rhetoric as a student,
then eventually joined the ranks as a teacher - 1

Question three attempted to determine how district officials prepared faculty
and staff for the impending change. lt asked, "How did the school officials pre-
pare the faculty and staff for integration as outlined in the plan?" Two individuals
did not respond to the question, eight indka:-.:1 that nothing was done, and fourteen
stated that the district provided human relation workshops, though not for all teachers,
which focused on desegregation, its values, its problems. The workshops were temied
excellent by some, a waste of time by some and neither good nor bad by others.

"How was the faculty and staff involved in planning for integration
in the plan ?" Responses to this question were:

1. Teachers were not involved

2. Principal minimally involved in teacher
transfers and drawing of boundary lines



3. Teachers were consulted through the Durham
Classroom Teachers Association - 1

4. "Strategic" teachers from various schools
were called on to help plan workshops -

5. Through "Women In Action" - 1

6. Don 't know - 1

7. No answer - 5

Five guidance counselors in the school district were also asked to share their
opinions and knowlecbe about the plan. Two of the counselors were from lunior
high schools and three were from the senior high schools. Four of the five responded
that they were familiar with the plan. The remaining counselor had a vague notion
about it. As for how the plan was articulated by school officials, three counselors
indicated that they learned of the plan through the news media; the other two
suggested that they teamed through faculty meetings.

Most counselors cited "workshops" as the way the dishict officials prepared
faculty and staff for integration. They, like the teachers who were interviewed,
were not involved in planning for iniegration.

Teacher and Staff Assignment

In its "Plan For Further Desegregation of The Durham City Schools," as sub-
mitted to the U.S. District Court Middle District of N.C., the Durham City Board
of Education spelled out fourteen components to which it was ascribing. The
twelfth component dealt with the matter of assigning fciculties. The context of this
component read:

"12. Faculties in the Durham City Administrative School Unit shall be
assigned to the respective schools in the school system so that the
ration shall be approximately the same as the ration throughout the
school s,,stem.
a. In order to effect the employment and assignment of teachers and

other professional personnel in the Durham City School System, the
Durham City Board of Education will continue to open vucant teacher
positions in the future to all applicants, and each vacancy shall be

11-193



filed by the best qualified applicant regardless of race. Teachers
and other professional personnel will be employed and assigned to
the various schools. . . on the basis of abilhy and qualifications
for the particular position to be filled. Race, color, or national
origin shall not be a factor in the hiring, promotion, or dismissal
of teachers, principals, and other professional staff members. . . .

b. The Board of Education. . .will continue to review the existing policies
policies. . .and, to the extent necnsary, augment or amend the same
in order to maintain applicable standards or criteria for determining
the suitability of applicants for employment and transfer, to be
applied in a racially non-dhcriminatory manner. These criteria will
include the following:

(1) Certification; (2) National Teachers' Examination Grades;
(3) Earned Professional Degrees; (4) Experience; (5) Scholastic
Record; (6) Recommendations and Reputation; (7) Demonstrated
Teaching Ability; (8) Intelligence; and (9) Personality and Ability
to Communicate with others.

c. Teachers and other professional personnel shall not be dismissed,
demoted, retained or passed over for reemployment or promotion on
the grounds of race, color, or national origin. In any instance
where one or more teachers or other professional staff personnel are
to be displaced as a result of desegregation, no staff vacancr in
the system will be filled through recruitment from outside the system
unless no such displaced staff member is qualified to'fill the vacancy.
In the event there is a reduction in a primary or grammar grade level,
or junior or senior high school area, ihe qualifications of all teachers
in such level or area in which the teachers affected are qualified wHI
be evaluated, without consideration of race, in order to determine
which teachers are not to be re-employed.

d. In the recruitment and employment of new teachers mid other pro-
fessional personnel, all applicants or other prospective employees
shall be informnd that the Board operates a racially desegregated
school system and that teachers are subject to assignment in the best
interests of the school system without considmation of their race or
c,lor, or the race or color of the students attending the particular
school. . .

Table 5 sunmarizes the ethnic cornpoition olitaffin the). :

. .

one year prior to desegregation and coniparet it with current Staffing, n order
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determine what effects desegration has had on numbers and percentages. As for
classroom teachers, there was a total of 571 in the district in 1969-70, one year
prior to desegregation. Three hundred and three (53%) of these teachers were white
and 268 (47%) were black. Currently, there are 537 teachers--276 (53%) are white
and 261 (47%) are black. One notes that in spite of the fact that the student ratio
has become 70 percent black/30percent white, the teaching staff's ratio has remained

the same.

Other changes reflected in Table 5 are: (1) in 1969-70 the district had two
assistant superintendents, both of whom were white--currently there is one black
assistant syperintendent and one white; (2) the total number of white supervisors
decreased by three while there was a corresponding increase of four black super-
visors. There was an increase of black and white central staff, but black personnel
showed a larger percentage increase. There was a 15 percent increase of black
clerical staff in the district as compared to a 15 percent decrease in white clerical
staff. What was a 52 percent white/48 percent black ratio in principalships in
1969-70 reversed itself to become 52 percent black/48 percent white. The same

happened with vice-principals with the current ratio being 44 percent white/56
percent black.

Student Preparation and Involvement

Neither the writer nor the study team saw written documentation on how stu-
dents were involved in or prepared for the changes that were inherent in the
desegregating of their schools. However, some of the students interviewed at one
high school recalled vaguely some special attempts the school made to introduce
them to impending changes.

Community Preparation and Involvement

The study team found'very little written information about community prepara-
tion for or involvement in the desegregation plan. Fleeting comments were made

of efforts made a community group ("Women In Action") which set up and oper-
ated a facHity in the downtown area aimed at answering questions of parents,
students and public about the location of schools, the changed boundaries, the
desegregation plan itself, and any other queries that were raised in the context of
school desegregafion. The writer is not sure about whether or not this group is
affiliated with the League of Women Voters. However, several interviewers
mentioned that the latter group was generally supportive of the Board and whenever



possible helped to articulate the Board's programs and plans.

During the latter part of the first year of desegregation, a workshop devoted
to the problems of the schools, called a school charrette, was held in the com-
munity. According to an article written by Lawrence Wright entitled "A Slow
Dance With Progress," published in Race Relations Reporter: "The charrette was
widely attended and a cathartic experience for the community. It produced a
list of recommendations for improving the schools. . . . However, the school
board did not implement a single recommendation referred by the charrette."



CHAPTER IV

PROGRAMS AND PRACTICES INCIDENT TO DESEGREGATION

It is not unusual for school districts, who voluntarily decide to desegregate their
schools, or for those who have been ordered to do so to alter the program offerings
in some, if not all of the schools. Similarly, procedures and practices that were
heretofore considered routine have undergone change to better fit the newness of the
situation. An attempt was made to determine what, if any, programmatic changes

and changes in procedures and practices accompanied the desegregation process in

Durham.

Issues During the Desegregation Process

What were the major issues in the community and in the school personnel ranks

that emerged during the planning and implementation of the district's desegregation
plan? This question was asked of several individuals in different ways. For example,
one school official was given a list of factors and asked to reflect upon the degree to
which they were issues during the desegregation process. His response is listed below:

Not at To a Minimal Some Great
All Degree Degree Degree

Bussing X

Proposed new schools X
Boundary changes
Closing certain schools
Open enroHment X
Overcrowding in schools X
Grouping procedures
Student conflict
Staff, transfer or demotion X
Treatment of minority children

by school personnel
Upgrading existing schools
Integrating staff
Increasing minority staff



Increasing minority representation
on school board

Other (specify)

Not at To a Minimal Some Great
Al I Degree Degree Degree

X

As can be seen from the checklist, bussing was considered the basic isue, in
comparison with other factors listed. Boundary changes, closing of certain schools,
student conflict and increasing minority representation on the school board were seen
as the issues that, next to bussing, had the most impact on the process. In the opinion
of this official, the other issues listed on the checklist had little or no impact on the
process. He did not list additional issues that might have influenced it.

Without specifying factors or issues, most principals who were interviewed
(seven of the eight interviewed) were asked to cite the main issues that emerged
during the p . ning and implementation of their school's plan. The only recurring
theme (listeo ' ; three principals) was the matter of academic standards coupled with
course offering restrictions. They voiced that several parents and patrons were concern-
ed about whether the schools, especially at the secondary level, would experience
declining or lowered academic standards and whether course offerings would become
more narrowly defined. There were only a few other issues cited, such as, fear of
interracial dating, concerns about how teachers would handle different types of students,
desires expressed for numerical equality as far as black/white staff was concerned. In

neither instance was bussing, the closing of certain schools, boundary changes or even
student conflict mentioned.

With the matter of issues, or perceived issues, at least partially exposed, an
attempt was made to determine how the district and its personnel addressed them via
programs, practices and procedures.

Special Funded Programs

The October 9, 1970 issue of the Durham Herald carried a story, "City Schools
Get $229,783 For Desegregation Expenses." The story made reference to ESAP funds
sought by the district for "teacher preparation programs, student-to-student programs,
curriculum revisions, special community programs and pupil personnel services ... .
One of the program's priorities is a system of improved evaluation of individual
students. The curriculum changes will involve three basic areasthe incorporation
of courses on history and arts of minority groups, the promotion of drug abuse infor-
mation and a 'multi-level and multi-ethnic approach' to- the teaching of heterogeneous
groups in classes." The grant received wos about 72 percent of the $317,482 requested.
Some of the funds requested for student Counselors and tutorial teams were not approved



Curriculum Changes, Organizational Changes and
Teaching Techniques

As was alluded to in Chapter 11, one of the results of the plan was the pairing
of some elementary schools in the district. The district was heretofore organized on a
6-3-3 plan. With the advent of desegregation, six elementary schools underwent a
change in organization. As Table 2 shows, two schools previously with a population
of students in grades 1-6 became schools with students in grades 1-2. They were paired
with schools with grades 3-6. Another former 1-6 grade school became a school for
grades 1-3 and it was paired with one that housed grade 4-6 students.

Two of the six schools that were affected by organizational changes were among
the eight schools visited during he study in t'le district. In light of the organizational
changes which necessitated some movement of teachers and students, and ESAP funds
awarded to help with curriculum revisions and other teacher-student programs, prin-
cipals and teachers were asked to summarize changes in their school's curriculum that
resulted from the desegregation process. No unanimity was found in responses; in fact
very few specifics were identified. At the elementary level, one principal stated that
his school has focused on individualized instruction and has adopted an individual lang-
uage arts program, the Individualized Mathematics System (IMS) and the multi-age
grouping concept. Another principal also cited an interest in individualization stating
that his school uses an individualized mathematics program and more multHevel
materials. One principal stated that he and his faculty elected to return to a self-
contained structure, from the "Joplin Plan," because of the changes that took place in
the student population. Most principals and teachers at the elementary level suggested
that no curriculum changes of consequence took place when desegregation went into
effect. There was recognition of a need to address different teaming needs, styles,
and paces, but except for some multHevel materials emerging, they could cite no
tormal changes.

At the secondary level the interviewers could not get a sense that many major -..hanges
had occurred as a result of the desegregation process. The introduction of black studies
was the most frequently mentioned changed that took place. One of the high schools
indicated that it made some adjustments in its curriculum; as an example it attempted to
up-grade vocational education so that it woul6 not be seen as a 3-hour block that is
attractive only for a certain segment of studeniz; it added one-hour courses and two-
hour courses as well.

In summary, principals and their staffs appeared to have a great deal of autonomy
in determining curriculum for their schools, within understandable constraints, such as
state requirements and money. This probably accounts in part for the lack of unanimity
observed in changes in curriculum across schools. From interviews one surmises that few

41.



curriculum changes of major consequence appeared to accompany desegregation in
schools district-wide.

Student Assignment and
Grouping Practices

On May 25, 1972 one of the local newspapers carried an article entitled,
"Critique on Desegregation Draws Differing Opinions." It referred to a report prepared
by The Alabama Council on Human Relations, American Friends Service Committee,
Delta Ministry of the National Council of Churches, NAACP Legal Defense and Educational
Fund, Southern Regional CouncH and Washington Research Project on the status of school
desegregation in forty-three southern cities eighteen years after Brown vs. Board of
Education. The article stated, "City schools are ... criticized for tending to resegregate
pupils in classrooms by grouping according to ability. Pupils are placed in academk
or vocational study 'tracks' but the vocational track is primarily for blacks ... Once
in the track, the student is locked in it. Blacks feel vocational training is the school
system's only response to its previous failure to provide an adequate education fur black
children."

"What are the grouping procedures for assigning students to classrooms?" was asked
of principals. In each case, except one at the elementary level, some form of heter-
ogeneous grouping was being used, accompanied by skill groupings within classrooms
for instruction, where individualized approaches do not exist. In the one exception the
principal stated that his school assigns students homogeneously with "high, middle and
low groups, with racial balance as equal as you can be." Teachers were in bask agree-
ment with the opinions offered by principals at the elementary level.

At the junior level most of the professional staff interviewed said that students are
both assigned and grouped heterogeneously across schools and within crosses. The
principal at Carr Junior High School asserted that there is "complete mixture of all
levels of academk difficulty in all classes" in his school. Table 6 shows the numbers
and percentages of black and white pupils assigned to some key classes at Carr.
Percentages of black and white pupils assigned to classes are rather similar to the 61
percent black/30 percent white racial make up of the student body.

Table 7 shows a similar racial distribution of students in key classes at Whitted
Junior High. As with Carr Junior High, the racial percentages in each class listed
in the table is reflective of the 93 percent black/7 percent white racial composition
of the student body at Whitted.

Similar data for high schools, as found in Tables 6 and 7, were not available for
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this report. But, when asked to share their perceptions of grouping and assignment
patterns at this level, professional staff interviewed at this level were in disagreement
on the extent to which one's ability serves as a basis for his or her assignment or
grouping. There was no pattern of disagreement by race. Some staff stated that
groupings only occur to the extent that students make chokes. Some expressed that
students are tracked in faster or slower classes but not according to race. Some stated
that there is "hidden ability grouping" or "subtle groupings" which result in black
students being dkproportionately represented in such classes as exceptionally talented
classes in English, and other advanced courses in mathematics and science.

A total of 76 students in grades 10 through 12 at both high schools, who were in
study halls during the onsite visit, were asked to respond to three items on a Student
Interview Form, which dealt with program selection and assignment. The first question
was, 'Which of the following best describes the program or course of study you are
enrolled in?" Responses and their frequencies were as follows:

a. Advanced Placement

Hillside High (N=27) Durham High (N=5I)
Blcck White Black White

2

b. College Preparatory 3 I 11 8
c. Business 3 2 4
d. Vocational 4 1 5
e. General H I 13 3
f. Other 1

These students were then asked, "How was the program you are now enrolled in
selected?" Their responses were:

Hillside High (N=27) Durham I-'' jh (N=5I)
Black White Black White

a. my own choice 13 5 21 16

b. advised by my counselor 5 4 3
c. suggested by my parents 2 I 1

d. assigned to me I 4
e. other I I

To get a measure of these students' satisfaction with their courses each was asked to
respond to the question, "To what extent are you satisfied with your program of
studies?" Responses were as follows:
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a.
b.
C.
d.

very satisfied
satisfied
not very satisfied
not satisfied at all

Hillside High (N=27)
Black White

2 I 2

I 6 4 18

4

Durham High (N=5I)
Black Whitk,

8
3

2
15

3

The consequences notwithstanding, students who answered these items expressed
overwhelmingly that they selected their courses of study and that they were satisfied
with that selection.

Extra-Curricular Activities

A part of the study of the Durham City Schools' efforts at desegregating its
schools was focused on the extent to which there was an expansion of or contraction
of extra-curricular activities at the secondary level. It was found that extra-
curricular offerings were affected slightly. Few were curtailed or stopped completely
as a result of the process, for example, sock hops and mr)dern dance at one junior
high school.

An attempt was made to get a reading on the number and kinds of extra-curricular
activities that were found in each of the schools visited at the upper levels, by determin-
ing ethnic participation and leadership patterns per team per school. Though the attempt
met with minimal success (information was received from only two schools), the results
are below.

School Athletics

Table 8 shows the participatory patterns of students in school athletics at Carr
Junior High School. It shows that the student participation in these four major athletic
activities is closely associated with the 61 percent/39 percent black/white student
body in the school. Table 9 shows the participatory pattern of students in school

athleeics at Whitted Junior High School. It reveals that athletic activities at this
school were all-black as far as student participation was concerned. While the school's
athletics are 100 percent black, the school's student body is likewise 93 Fercent black.
When looked at in the context of the school's racial composition, one gets a different
picture as far as athletic participation at Whitted was concerned.

As was alluded to above, these data were not available for other secondary schools

visited.
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Schobl Clubs, Organizations and Other
Extra-Curricular Activities

(Exclusive of Varsity Athletic Teams)

Carr Junior High School provided data on the two major extra-curricular activities.
Tin student council has a total of 22 members, 11 or 50 percent of whom are black and
II ol 50 percent of whom are white. The president is black and the vice president is
white. There is also a 50/50 split in the cheer leaders which has a total of six mem-
bers. The first leader of the squad is white and the second is black.

Table 10 shows similar information of clubs and organizations at Whitted Junior
High School. Two of the five activities listed, r ..Imely the cheer leaders and the
dance group, are all black. The student council and band have white participation
which exceeds the percent of white enrollment in the school. The other organizations,
chorus and student newspaper, more nearly reflect the black/white student ratio in the

school.

Similar data were not available from other secondary schools visited.



CHAPTER V

PERCEPTIONS, ATTITUDES AND CHARACTERISTICS
OF PARTICIPANTS TOWARD PLAN,

PROGRAMS AND PRACTICES

Sweeping changes similar to those which accompany the desegregation process
often result in a discrepancy between the perceptions and attitudes of those who
administer those changes and those to whom the changes are directed. Perceptions
and attitudes are often clouded by the forces which brought the process into being
and are otherwise affected by the way the process is managed. This chapter records
the feelings, opinions or attitudes of diverse groups of persons in the Durham City
Schools about the district's desegregation plan and the programs and proctices that
accompanied it.

The Plan

Perceptions of Principals

During the onsite visit to this district, eight principals were interviewed. Four
in el-ementary schools, two in junior high schools, and two in senior high schools.
Each was asked to respond to the statements below:

1. Describe how you were involved in the district's desegregation
plan.

2. Describe the way(s) you were affected by the plan and your
feelings about such.

While each principal had a knowledge of the plan all but one suggested that they
had no direct involvement in the development of the plan. The one exception indicated
that he was involved in the setting up of an educational course at the University of
North Carolina at Chapel Hill that dealt with the integration process, and he "worked
on the state level" with problems of integrat",n by virtue of his chairmanship of the
Durham Human Relations Commission. Other examples of involvement were given but,
like the one previously stated, they were divorced from the conceptualization of the
district's plan.

As for ways the principals were affected by the change and their feeling about suc
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most of the answers given dealt more with what happened to their schools
organizationally, rather than what happened to them. For example, one
previously all-white elementnry school and the previously all-white high
school mentioned that their school population had shifted to majority black
and to a lower SES type student. Two schools mentioned that they were pcired.
One principal mentioned that he was transferred. Some principals suggested
that the change had little or no measurable effect on them.

Perceptions ofTeachers

In Chapter Ill the writer recorded the responses given by 24 teachers to a
series of questions that revealed their knowledge of the district's plan. To
summarize, 20 (81%) stated that they knew about the plan; two (9%) had no
knowledge of it. There was ambivalence about how they became familiar with
the plan or the extent to which the school officials articulated the plan. Six
(25%) indicated there was no articulation from school officials; eight (33%)
learned of the plan through announcements in the news media; and six (25%)
learned about the plan by attending Board of Education meetings. Fourteen
(58%) of these respondents stated that they had no involvemem in the planning
of the integration plan, five (21%) did not respond to the query, and four (17%)
recalled a minimal involvement through such organizations as the city teachers'
association r the 'Women In Action."

Additional questions were asked of teachers that were not recorded in
Chapter III. These questions dealt primarily with the perceptions of the
teachers about the impact the plan had upon th , and the way the plan is
currently working.

I. What were the major concerns of faculty and staff over the
integration plan?

Concern of black teachers being accepted by
white teachers and students and vice versa

Movement of faculty who had often worked
"long and hard together"

How to discipline, teach and otherwise deal
with lower SES types

Don't know
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No major concerns 3

No answer - 5

2. How did the district respond to those concerns?

No response or nothing - 9

Open communication through Human Relations
Commission 1

Provided audio-visual aides and workshops in
reading -

Superintendent talks and workshops

Sent out questionnaires about feelings - 1

Talked with different community groups - 1

No answer - 10

3. What were the major concerns of parents and the
community over the plan?

Blacks afraid of getting unfair treatment;
whites of lowered standards - 2

Blacks worried about how their children would
be received

Whites afraid of attacks and intimidation by
blacks, afraid white kids would learn derogatory
things from blacks

Loss of black's identity

Don't know

Whites afraid of black teachers' disciplinary
methods

Whites against bussing and raciakilbitUre

,
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Whites becoming the minority - 1

Parents had no concerns
-

Whites concerned about different language
patterns of blacks

- 1

Loss of experienced black teachers to 'White
schools"

- I

Fairness of white teachers to blacks and
incompetence of blade a chers

-

No answer - 3

4. How did thedistrict respor r I,ose concerns?

District either didn't respond or did not
respond we I I - 6

Woricshops and community meetings - 3

Superintendent dealt with parents directly 1

Don't know or not sure - 4

No answer - 10

5. What is being done now on an on-going basis to impre,,s
the integration efforts?

Individual school programs by PTA - 1

Nothing

Volunbry workshops

-13

- 2

All new teachers have a workshop at the
beginning of their first term; Human Relations
Week ut both high schools -

Human Relations meetings with staff -

No answer
- 5

237



"Self-study evaluation" included a section
on integration 1

6. What communkations or directions have you received from
the central office to guide you in effecting integration?

Received booklet on integration 3

Rules and regulations as per usual -

Situation now stable, don't need such 1

Nothing -13

No answer - 6

7. What communications or directions have you received from
your principal to guide you in effecting integration?

Verbal reminders in taculty meetings - 3

Received booklet on "Getting Along" - 1

Verbal guidelines - 1

Nothing -13

No answer - 6

8. In general, how would you say integration is working
in your school?

Working fine, very well, quite well,very
smoothly, excellent -10

Having the best year of four

Reasonably well, okay, improving

We don't have integration and only partially
desegregation

It's not working, it's a failure



9. In summary, what would you say were the key factors
which led to successful integration?

Forced integration, no way out, and faculty
cooperation - 2

Upper middle class white students are "liberal
thinkers" and accepting students

Good faculty relationship and cooperation

Principal is positive and fair

Human relations workshop, learning through
living and intelligence of staff - 6

Determination by town that it could work - 2

Not working successfully 6

2

4

2

(Some of the reasons given for the lack of success
of the plan were: "people in positions are con-
cerned about 'image,' not maldng it work";
"attitudes over-all poor"; 'There is too much
'Black Power' and rhetoric--no 'brain power';
"dictatorial adminhtration.")

Perceptions of Counselors

As was alluded to in Chapter II, five guidance counselors in the district
were interviewed. Four of the five responded that they were familiar with
the plan. The fifth one had a vague notion of what it was all about. They
were not involved in planning for integration, and as teachers indicated,
they learned about the plan through the news media.

The series of questions asked of teachers were repeated with counselors.
The pattern of responses with counselors was as ;dried as it was with teachers.
The writer has summarized those responses below:

1. On faculty and staff concerns -- All concerned about having to leave
old schools; blacks concerned aLout whites' attitudes of superiority,
white? inabAity to accept blacks; whites feared disciplining black
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students and teaching different kinds of students.

2. On district's response to concerns -- Three felt that workshops and
verbal assurances were adequate responses; two said that there were
no responses.

3. On parent and community concerns Whites feared interracial dating,
harsh disciplinary methods, lowering of quality of education, and
bussing. Blacks feared unfair treatment, closing of black schools and
bussing.

4. On current efforts made to improve integration -- All agreed that
little or nothing is being done.

5. On success of integration in their schools -- Responses varied -- one
rated it "fair, " one "okay, " one "not successfully, " and one "it
couldn't be better, " and one "very successful. "

6. On key factors of success -- Cooperation of faculty and staff, the
movement of high SES whites into the black schools, positive
attitude toward the process and good communication across the board
were cited.

Social and Friendship Patterns of
Faculty, Staff and Students

Faculty, staff and students were asked in interviews to share their
perceptions of the social and friendship patterns that have emerged since
schools in the district were desegregated. Their responses are recorded
below:

Perceptions of Principals

Student/Student Interaction. Principals interviewed were asked to
respond to the question "To what extent do students group themselves in the

following: 1) Before/after school, 2) Lunchroom, 3) Assemblies, 4) Class-
rooms, and 5) School events?"

Principals in elementary schools responded differently depending upon
whether students walked or were bussed. Two principals whose students were
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bussed indkated that there was not much interaction between white and black

students generally. The two whose students walked to and from school reported

that students interact freely.

Junior high principals indicated that there does not appear to be reluctance

on the part of their students generally to interact before and during school.

The picture was not as clear as far as after school contacts were concerned.

In the high schools there appeared to be a bit more isolation. While
there is little interaction during school, there appears to be even less after

school.

Teacher/Teacher Interaction. Attempts were made during interviews with

principals to determine the extent to which black and white teachers group
themselves before and after school, in lunchrooms, in lounge areas, and at
teachers' meetings. The general pattern found was that teachers co-mingled

during working hours, but the suspicIon was that such was not carried over

to after school hours very much.

Teachers' Perceptions

Student/Student Interaction. The following question was posed to

teachers who were interviewed:

"To what extent do students group themselves in the following?

a. Before/after school
b. Lunchrooms
c . Assembl ies
d. Classrooms
e. School events."

As might be expected, answers varied considerably across classes within
schools and across levels within the district. At the elementary level, the
writer sorted out responses of teachers from schools whose students are bussed,

and those whose students walk. It appeared as though the bussing phen-

omenon had little effect on student/student interactional patterns, based on

teacher responses. Even in instances where students walk to sc hool, teacher

responses ranged from no interaction to very free interaction during school

hours. There was consensus that neighborhood patterns and other variables

mitigate against social contact outside of the school environment.
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Teachers' responses at the junior high level were quite different in the two

schools visited. In Carr Junior High School teachers expressed that students mix

very well in school and are beginning to do more of the same after school. In

Whitted Junior High, teachers expressed that students co-mingle well at school
but suggested that neighborhood patterns and bussing, among other things, pre-

vented after schoc ;ontact.
As a general rule teachers interviewed in the high schools, regardless of

school or subfect matter taught, stated that community friendship groups tended

to influence the school friendship patterns. While they did not recount any
overt attempts by students of different races to isolate themselves from each other

during school hours, the natural result of mingling with community friendship groups

is a lack of across-race friendship patterns emerging within school. These teachers

agreed also that community friendship patterns as well as differencls in SES prevent
the establishment of friendship patterns after school.

Students' Perceptions
4

Student/student interaction. The following section lists responses (some

verbatim) of some students who were interviewed in group sessions held in Carr
Junior High and Durham High and Hillside High Schools. Though the sample is not

large nor is it necessarily representative, the writer included the responses as they

appear to add an interesting dimension to the study of attitudes. (See next page]



Students' Perceptions

Group A - Five black students--Carr Junior High school

Interviewer - Is there black/white student interaction during school or

after school? Have there been any recent incidents ce

tension or conflict?

Students - There was consensus that there is same interaction during

school. One student, put it, "I won't say there's a lot, or

a little. But, we do get together." Most felt that inter-

action between the race is increasing both in and out of

sChool. Currently, they agree that there is minimal contact

outside school. They were unanimous in their expression that

there has been no recent incidents of tension or conflict.

Group B - Five white students--Carr Junior High School

Interviewer - Is there black/white student interaction during school or

after school? Have there been any recent incidents of

tension or conflict?

Students - Students also expressed that there is interracial contact

during school but that it is nil after school hours. They

confirmed that there have been no recent incidents of conflict

and ventured that the school is relatively free of tension.

Group C - Five white students--Hillside High School

Interviewer - In general how have white and black students co-mingled here?

Student - Not very well. While there is theoretical desegregation, there

is praCticed segregation. The differences in culture, class

and economics force separation (one student speaking, others

agreeing).
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Interviewer - Can I assume that the separation you refer to carries over

into your friendships after school.

Student - Quite definitely. Blacks like different things than Y. they

as a group have different priorities.

Interviewer - Would you explain?

Student - Take black boys, they are interested in talking about the

girls, jiving around in the halls, lottering around the

basketball courts and other things like that. They are not

sArious about their sel-:-cts blacks in the choir or band

don't care. I take pride in my school work, and before I came

here I took pride in my school.

Interviewer - Has the latter changed? Do you have no sense of attachment to

this school?

Student - I don't.

Interviewer - Would others of you like to comment on the emotional climate

in the school?

Students - There was agreement that the school isn't likely to explode.

While there is an awareness that people a different races

inhabit the building, there is no attempt to do more with it

than tolerate it.

Interviewer - Would you comment more specifically about friendship patterns

outside the school? Do you have black friends, with whom you

study, you visit or have visit your house?

Students - Students unanimously answered this question in the negative.

Answers centered about the differences in life style, class,

culture, and religion.
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Group D Five white students--Durham High School

Interviewer - Where would you find most of the black studehts in terms of

hangouts, e.g., cafeteria, the lavatory, etc.?

Students - Out in front (of school) or in the cafeteria. Before school

there's About 40 (boys) in the gym and.then after sdhool. I

go in there and play.basketball...I'm the only white in there.

But it really doesn't bother me and they know who I am and I

know them and we get along fine.

Students in general felt that there is more togetherness in

their high school than there was in their respective junior

high schools. There were no reports of tension between the

races. Likewise, there were no reports or cross racial

friendships that extended beYond the school into their more

personal lives.

Group E - Five black students - -Durham High School

Interviewer - Is there mudh black/white interaction in this sdhool or after

sdhool? Have there been any recent racial incidents here?

Students - Students voiced that black and whites never get together after

sdhool or during lunch, and seldom during other times during

sdhool hours. Whites as a rule go off campus for lundh. Many

bladks remain on campus for lunch because more of them are on

free lundh. Students expressed opposition to the idea of going

to tbe extreme with black/white interaction. The latter inclndes

but goes beyond interracial dating. No recent conflicts were

reported.



Group F - Five black students--Hillside High School

Interviewer - How much black/white interaction can one find here? What

about after school? Any recent racial incidents here?

Students - These students expressed that there is no interaction before

and after school. Because of class compositions, habits and

other reasons there is also little:interaction in school.

They recalled ond teacher giving a "pizza party" to encourage

more interaction and the development of friendship patterns.

Attendance was good but the results were nil. They mentioned

that there is very little interracial dating (only three

known couples). Neither black nor white really care for it.

As for negative incidents,'they recalled "one or two" that

were not very significant.

Attitude Toward School and Teachers:

Each of the previously listed groups was,asked a series of questions

that gave a reading on their attitudes toward their teachers and their school.

The responses (some verbatim) are listed belaw:

Group A - Five black students--Carr Junior High School

Interviewer - How do you feel about this school in general?

Student - One student tended to speak for the remainder on this question.

He suggested that the school is good in a way. The teachers

are good, especially the white. .Some of the black students are

big mouths, bullies.

Interviewer - Do you feel, then, that there ii a real difference between black

and White teachers?



Student - White teachers give more education than black. I always

had a math problem beiore I came to thic: school. Now that

I have a white teacher who tries to understand, I don't have

as much trouble with math.

Interviewer - Do you feel other black students share your feelings?

Student - Some do and some don't. It depends on what they want out

of school and what experiences they have had.

Interviewer - What's the best thing you like about school? What's the

least thing?

Student - I like my friends and the activities that are going on

(others cited classes and teachers). As for things students

did not like they mentioned the ugliness and age of the

building, the uncleanliness f the bathrooms and school in

general.

Group B - Five white stilt s.ts--Carr Junior High School

Interviewer - In general, how do you feel about your school?

Student - It's okay. It's not strict here. We have more freedoth than

any other school.

Interviewer - Did it bother you that there would be lots of black students d

your sdhool?

Student - No. I wasn't afraid of getting "beat up on," like in other

sdhools. If you don't start anything here you don't get into

any hassles.

Interviewer - How do you feel about your teachers? .



Students - Conversation revealed that teachers are liked or disliked, or

respected or disrespected because of the amount of genuine

interest they showed in students rather than because of race.

Students voiced preference for teachers who demanded perfor-

mance. When asked if more white than black, or vice versa,

were found in the respected category, they indicated that

they couldn't categorize by race.

Group C - Five white students--Hillside High School

Interviewer - How do you feel about this school in general?

Students - It was consensus that the school was of low quality, too easy

for most white students found there.

Interviewer What do you feel about the staff at the school?

Students Students felt the staff generally had low expectation of the

student body. ThPy were critical of guidance indicating that

it was nonfunctional.

Interviewer - Has desegregation posed any special problems for you other

than those you alluded toZ

St...jents - Students suggested that the school almost has no.place in

their lives, it's pretty much segregated and very much

uninviting. There is not much school sprit and not much of a

reason for putting oneself out for school.
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it was pretty rough but now everybody is okay and there are no

problems.

Student - That's because this is his last year!

'interviewer - Why don't you like it?

Student It is better than sitting at home...I don't like the faculty...

One thing that I follnd odd about Durham High is that there is

so much emphasis away from school activities, just academics.

mterviewer - How do the others of you find the school in general?

Student - I enjoy it, sometimes it gets a little rough. In a sense,

I like the school. I kind of look at it like a tradition.

Hy parents came here, and my brothar and sister.

nterviewer - Do you think it dhanged much?

Student - I don't know. It may have fallen a little bit.

nterviewer - Academically?

Student - Well, I'd say the school spirit. In some cases it has fallen.

They told ne like people go to a basketball game or football

game, and a lot of people showed up. But, now this is kind of

changing...

nterviewer - How do you feel about the white teachers here? Do you feel any

differences between relationships with the black teachers over
a

your white teachers?
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Student - I don't think its because they're white or black. I don't

think there's any difference.

Stuti.nt - This year I've got one white teacher and three black teachers

and I get along fine with them but I don't know which is the

best. It's hard to say. All of them in general are fine

teaChers. They want you to learn. Some teachers show prejudice

toward whites or toward blacks but I can get along with anybody.

Interviewer - po you think any particular group reaches out to you?

Student - No. I reach out to everybody because I've been a slow learner

Group E

Interviewer

Students

all my life, you know, it takes me a while to get something

through my head. Like last year when I wad over here, they

just zipped through things like that and I didn't get a chance

to catch anything but this year they take more time out.

(Students were generally positive about the staff at Durham

High. They cited instances where black and white teachers

were not of their choosing, but indicated they looked at these

as being undesirable teachers, not undesirable black teache-Ea

or undesirable white teachers.)

- Five black students--Durham High School

- How do you feel about your schoOl in general?

- Students were not very enthused about the school. They

expressed concern about the predominantly white administration.

They were troubled by what they considered unfair treatment

that blacks get.
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Interviewer - How do you feel about your teachers, black and white?

Students - Students were quite vocal about the prejudices that they

felt existed in the teaching ranks. They expressed that

white teachers have a negative influence on the learning

process of many blacks,' d:Amaging their self image and

killing their aspirations to excel. Only two of the

students had had a black teacher in this school, except as

a substitute. In recalling their experiences with black

teachers from junior high schools, they felt these teachers

cared more than the ones they currently have.

Group F - Five black students--Hillsfde High School

Interviewer - Haw do you like your school? Why?

Students - Students indicated they like the schaol because it is

majority black. They have a social life at this school,

and they feel they can be themselves. The thing they liked

least was'What they perceived to be a lack of preparation

they Were receiving for competing in college.

Interviewer - Haw do you feel about your teachers, white and black?

Students - In general, students felt black teachers seem to care more

that black kids make it than do white teachers. "Except for

those white teachers fresh out of.Duke they don't relate to

bleak kids." This hurts the latter because curriculum offerings

and subject matter are pitChed above the comprehension level of

many blacks. Whites don't suffer the same effects because.the

prejudice against themis not as overt on the one hand, and the
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home environments have equipped them to handle the subject

matter on the other hand. Students expressed that in some

instances white teachers give preferential treatment to

white students when it comes to grades. Even when students

don't measure up to their capabilities, they are often given

the benefit of the doubt. These students didn't.feel black

students were given the same consideration.

In addition to asking same students to respond to a series of questions

in group sessiOns, a sample of students in grades 10-12,from both high

schools,was asked on a Student Interview Form: "Do you think that most of

your teachers are interested in you and really want to help you become

successful in school?" Twenty-seven (27) students from Hillside High and

fifty-one (51) students at Durham High School, all of whom were selected

randomly from study halls during thr; time of the team's visit, responded.

The grade-by-grade, school-by-school and race-by-race responses are listed

below:

Choice

Grade 10--Hillside (N=8)

No.

Yes

No.

No

Z

5 B 4 5O 1. 13%

3 W 1 13Z 2 252

Grade 10Durham High (N=31) .-

21 B 12 392 4 13%

10 W 7 232 3 102'

Grade 11--Hillside (N=43)



Grade 11 --Durham High (N...8)

No.

Choice

Yes

2. No.

7 B 6 75% 1 13%

1 W 0 OZ 1 13/:

Grade 12 --Hillside (146)

5 4 672 1 17%

1 W 1 17/: 0 0/:

Grade 12---DurhaM High (N112)

3 B 2 172 1 8%

9 W 7 582 2 17%

The percentages used are based on the total uuMber of all students

responding for a grade. Thus, the "Yes" responses for whites and those for

blacks,when totalled for a grade level,serve as an indication of haw students

feel about the concern teachers have for their welfare. A quick glance ehows

that in each case the students were positive in their response to this question..



Another question students were asked to respond to was, "Is there a teacher
or staff member you can go to when you want to taik about some problem (school
or personal) that bothers you?" The intent of the question was to augment pre-
vious readings on how studen ts feel about their school's ability to respond to their
academic and personal needs. Their responses were as

No.
Grade 10--Hillside (N=8)

follows:

Choice
NoYes

No.% %

5 B 2 25 3 38

3 W 3 38

Grade 10--Durham High (N=31)
21 B 16 52 5 16

10 W 3 10 7 23

Grade 11--Hilside (N=13)
12 B 7 54 5 38

1 W 1 8 0 0

Grade 11--Durham High (N=8)
7 B 5 63 2 25

1 W 1 13

Grade 12--Hillside (N=6)
5 B 3 50 2 33

1 W 1 17

Grade 12--Durham High (N=12)
3 B 1 8 2 17

9 W 4 33 5 42

The "No" responses were more pronounced on this question than on the previous
one. This was true for each grade level for each race in each school, with the ex-
ception of grade 11 at Durham High School.



Equality of Student Discipline

During the process of desegregation there have been numerous citations of
differential treatment being used between the races. A major concern of many
minority parents and students, as well as faculty and staff, has been the kind of
treatment their children would be subjected to once change had occurred. Dur-
ing the onsite visit to Durham City Schools students and faculty and staff were
asked questions about the quantity and the equality or inequality of discipline in
their schools.

Five of the eight principals who were interviewed completed a School In-
formation Form on which a section on Expulsions, Suspensions and Discipline was
found. The section asked the respondents to give an estimate of the number and
percent of expulsions by racial groups over the last twelve months, to give the
major reasons for expulsions and to identify the proportion of suspension and other
discipline cases that were attributable to majority and minority students.

Table 11 shows that there were no expulsions in the elementary schools. The
suspension rate at Club Boulevard was givem as 80 percent black and 20 percent
white. This compares with a black/white enrollment of 54 percent/46 percent.
The suspension rates at the other elementary schools were more in ine with the
racial breakdown of their student population.

Table 11 also shows that one student was expelled at Carr Junior High. The
reason given for this expulsion was the student threatened the life of another stu-
dent. Carr's 50 percent black/50 percent white student suspension rate was not
out of line with the racial makeup of its student body. The same is true for the
suspension rate at Whined. At a glance the 98 percent black/2 percent white
student suspension rate appears to be racially skewed. However, it is not out of
kilter with the 93 percent black/7 percent white student population that is found
there.
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TABLE 11
Expulsions, Suspensions and Discipline in

Five Durham City Schools

4 School

Elementary

Club Boulevard 0

Holloway Street 0

Morehead 0

Junior High

Total No. Percent Expulsions
Expulsions Black . White

0 0

0 0

0 0

Carr 1 1 0

(Number Supplied instead of Z)

Whitted 0 0 0

Percent SuSpensions
.

Black White

80% 20Z

1% 1%

3 4
(Numbers instead of % supp14

50% 50%

98% 2%

* As estimated by principals over the last 12 months

-

256

11-232



Perceptions of Teachers on Discipline

The following question was asked of teachers who were interviewed: "In
terms of discipline, do you think black students are more of a problem than
white students?" Fifteen of the 25 respondents (60%) responded "No" to this
question. Two respondents,who neither answered yes or no, stated "Poor students
are worst discipline problems," and "More olacks end up in the Dean's office.
Whites eat more cheese." Two teachers did not respond to the question. Six (24%)
of the respondents stated that black students present more of the discipline prob-
lems than white students. Of the six who answered "Yes," four were black (two
at the elementary level and two at the high school level). In most instances
teachers who felt black students to be more of a discipline problem attributed it
to their low SES.

Teachers were also asked to respond to the question, "In terms of discipline,
do you think black students are treated preferentially, more severely, or in any
way differently than are white students?" Twenty-one (84%) of the teachers
responded "No" to this question; two did not respond; one teacher responded "Yes
(explanation--"Black kids get suspended but not whites"); and one teacher
answered, "It's according to the incident, the students and the teacher."

Perceptions of Counselors on Discipline

Five counselors were asked the question, "In terms of discipline, do you see
black students as being more of a problem than white students?" Three of the five
were high school counselors, two of whom commented that they do not handle disci-
pline problems. Such problems are turned over to the deans. The other high
school counselor indicated that "Black kids fight each other. . . . They have
home-related problems. . . . The school shows no concern." wo of the coun-
selors were from junior high schools. Both responded that black students were no
more of a discipline problem than white students. One counselor ventured that it
has been her experience that the non-reader, both black and white, present the
problems.

Each of the five counselors responded 'No" to the question, "In terms of
discipline, do you think black students are treated preferentially, more harshly,
or in any way differently?"
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Perceptions of Students on Discipline

Students in each of the group sessions were asked a question or a series of
questions on the equality of treatment between black and white students as far
as discipline is concerned. The questions and their responses follow:

Group A - Five black students--Carr Junior High School

Interviewer Are the rules of the school equally enforced between black and
white kids?

Students - The students were in accord that black and white are treated alike
when they create problems. One student put it, "Blacks get it
just like the whites." Another added, "The same thing happens
the other way round."

Group B Five white students--Carr Junior High School

Interviewer Are the rules of the school equally enforced between black and
white kids?

Students - Students expressed that "there are few rules here." They stated
that the rules against wearirg hats appear to be directed towards
the black population and aho extend to girls wearing scarves.
Other rules that exist appear to be equally enforced.

Group C - Five white students--Hillside High School

Interviewer Are the rules of the school equally enforced between black and
white kids?

Students - The students showed ambivaler 3 this question. They all agreed
that "Mr. Alston cares about si.,n,nts." They considered Mm an
asset to the school and a fair man.

Group D Five whitr, studentsDurham High School

Interviewer - How -3bLut the way rules are enforced here? Are they enforced?

Student - I feel they are partly enforced. Some teachers enforce them and
some don't. . .

11-234

258



Interviewer - Is that true with black and white students alike?

Student - Yes. I know one teacher, she's short and she won't let nobody
tell her. She dnn't care how big they are. She don't take no
junk from noby. . . . (The other students attested to the
equality of discipline of black and white student as used by
teachers with whom they had had contact.]

Group E - Five black students--Durham High School

InteMewer - Are rules of the school equally enforced between black and white
kids?

Students - Students complained that black students are not fairly treated at
this school. They felt rules wore unfak, citing that much of
black culture and things which black peopie liked were not under-
stood or tolerated by white faculty and students--for example,
the black fashions and fads, the black dialect, and black behavior
in general. They did feel they could seek refuge in a black female
counselor who was termed the salvation for many black pupils who
graduate.

Group F Five black students--Hillside High School

Interviewer - Are rules of the school equally enforced between black and white
kids?

Students - Students expressed doubt as to what the rules were. They felt that
the administration was lenient on everyone allowing them to "do
what you want to do." They did not believe this mode of operation
posed any problem for anyone.

Attitudes Toward the Opposite Race.

Two forms of a Social Belief Inventory were administered to a total of 90 stu-
dents (34 were white and 56 were black) in grades 10-12 at both high schools in
Durham. Form A was ackninistered to white student and Form B to black st 'dents.
Administrations took place in study halls during the time of the onsite visit to each
school. Participation on the part of the student was voluntary. The sample was not
necessarHy representative of the total school population.

11-235
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The purpose cf the inventory was to get an additional reading of students' be-
liefs about and cognitions of members of the opposite race, with the hopes of
determining how such beliefs and cognitions affect their behavior toward the
opposite race. The inventory was a Likert-type scale which asked students to indi-
cate their agreement with each of twenty-three items by checking Strongly Agree,
Agree, Unsure, Disagree or Strongly Disagree. A frequency check was made to
determine the number and percentage of students who responded on each item.

Tables 12-14 summarize items found on Form A, and Tables 15-17 summarize
those found on Form B, The choices Strongly Agree, Agree, Unsure, Disagree,
and Strongly Disagree were converted to values from one to five with one being
Strongly Agree and five being Strongly Disagree.
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After obtaining a frequency count for each item an attempt was mcde to de-
termine which items in the inventory were highly related to each other. For this
purpose the statistical technique of factor analysis was used. The purpose
factor analysis in this case would be to identify clusters.of interrelaMd ite.ls in
order to clarify the conceptual ccntent of the cj estionnaire and to aid in the
remuval of highly specific and uninfonnative items.

On the basis of item correlations, a table of factor loadings was obt Aned using
Ihe conventional method of principle factor analysis (Tucker communality estimates,
N'aiser's 1atent root one criterion for number of factors) followed by vurimax and
promax rotation.

The factor analysis iz useful for iden4;j,,7r.g homogeneous subsets of items and
can be regaro, a 1-.3 descriptive classif;-: L)1. the Prc.grts on each instrument.
In this case it resuited in the identificatiun of seven fr.-- fors on each form. Items
which have high loadings on each factor can be expected 1.-ie highly related in
terms of their observed correlations. On the basis of tht. ,r:(omax primary factor
loadings the factors which appear below were idenfified. Also a table of correlation
among the items with loadings ± .30 is presented for each factor.

Form A

Factor I--Belief in over-aggressiveness and exploitative tendencies of blacks.

Item/Description

Racial color is the real determinant of
behavior.

Loading Item No.

.95 19

.78 5

.74 3

-.72 1

.58 6

Minority groups are over-sensitive.

Wbite society is superior to minority group
societies.

Color is not important in individual re-
lation5!.,

Minority groups must be zontro1;:.---j.



Loading Item No. Iternescr-ption

.46 11 Minority group persons are trying to use
whites.

-.41 2 Open recognition of Lolor may embarrass
minority groups.

19

5

3

1

6

11

2

19

Item Intercorrelations--Factor--1

5 3 1 6 11 2

- .53 .58 -.51 .45 .37 -.09

.53 .51 -.33 .56 .55 .16

.58 .51 - -.40 .69 .48 .06

-.51 -.33 -.40 - -.38 -.38 .21

.45 .56 ..69 -.38 - .55 .35

.37 .55 .48 -.38 .55 - .08

-.09 .16 .06 .21 .35 .08 -

Tables 12 and 13 give a comparison of responses, by sex, on each of fhe

items relating to this factor. The coMparisons for this and other factors

are listed below. For the purpose of this study those responses, listed in

percentages, are reported in three categories' Agree, Unsure and Disagree.

Strongly Agree and Agree.were combined as were Disagree and Strongly Disagree.

Factor 1--Items--Form A
Male Female

19 Racial color is the real determinant of behavior.

5 ML.ority groups arc over-sensitive.

280

.

A 13Z 18Z
1

U 13% 277

1

4

D 65Z 54Z !

A

U 37%



3 White society is superior to minority group
societies.

1 Color is not impori....nt in individual
relationships.

6 Minority groups must be controlled.

11 Minority group persons are trying to use
whi.tes.

2 Open recognition of color may embarrass
minority groups.

Factor II--Belief in the interdependence of races.

Loadia Item No.

12

A

A

A

A

A

ale Female

13% 0%

13% 187.

672 73%

72% 72%

17% 18%

92. 9%

26% 9%

22% 36%

48% 49%

,

39% 54%

22% 45%

21% 0% 1

30% 36%

43% 36%

26% 27%

Item/Description

Different racial gro;ups need to depend upon
each other.

.56 6 Members of minority gl-oups are individuals,
with individual feelings, aspirations and
attitudes.

.56 2 Open recognition of color may emba7rass
minorityigroups.



Loadirq Item No.

.54 10

11

41.'2 14

12

8

2

10

11

14

Item/Description

"Liberal" Whites are free of racism.

Minority persons are trying to use whites.

The lower-class Black can be blamed for most
of the prejudice against other Blacks.

Item Intercorrelations--Factor--II

12 8 10 11 14

- .45 -.37 -.38 -.34 -.26

.45 - -.42 -.43 -.33 -.41

-.37 -.42 - .33. .08 .18

-.38 -.43 .33 - .36 .41

-.34 -.33 .08 .36 .57

-.26 .41 .18 .41 .57 -

Male/female responses fo. items in this factor uere:

12 Different racial groups need to depend upon
each other.

8 Members of minority groups are individuals,
with individual feelings, aspirations and

.

attitudes.

2 OpQm recoglitiori of color tr..y embarrass
minority groups.

282

A

Male Female

74% 91%

9% 9%

0% 0%

74% 91%

0% 0%

D 13% 9%



10 "Liberal" Whites are free of racism.

11 Minority persons are trying to use whites.

14 The lower-class Black can be blamed for most
of the prejudice against other Blacks.

A

A

A

Male Female

26% 27%

43% 36%

30% 36%

0

22%

1_2_1%

45%.

39% 54%

13% 18%

30% 18%

49% 63%

Factor III--Belief or whites' knowledge of and unuerstanding of black
culture, cOmpetence and mannerisms.

Loading Item No. Item/Description

-.92 13 Minority groups want a responsible Society.

18 Ail members of minority groups are pretty
much alike in their attitudes and behaviors.

-.63 4. Minority groups have a heritage of which they
can be proud.

-.38 11 Minority persons are trying ,Ise wuites.

Item Intercorrelations--Factor-- II

13

18

4

11

13 18 4

-.46 I .51

.11

.06

-.46 -.58 ,25

.51 -.58 ' -.20

.06 .25 -.20



Male/femAe responses for items in this factor were as follows.

13 Minority groups want a responsible society.

18 All members of -linority groups are pretty
much alike in t ir attitudes and behavior.

4

11 Minority persons are trying to use whit.

Factor--IV--Belief in the inferiorIty of blacks

Male Female
1

56% 54%

22% 27%

48% 18%

26% 27%

22% 18%

52% 54%

Minority groups have.a heritage of which
Athey can be proud. 74%

....m
64%

26% 18%

0% 18%

Loading Item ro.

A. 21% 0%

22% 45%

39% 54%

.67 2 Black supervisors, managers and administrators
are appointed becauie they areblack.

.50 14 The lower-class Black can:be blamed for most
of the prejudice against *lacks.'

7 Most minority groups 'can handle Whites' b=eat-
behavior and feelings.

II-260
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Item Intercorrelations --Factor --IV

22

14

7

22 14 7

.36 -.55

-.13 -.55 -

Male/female responses for items on this frtor were:

22 Black supervisors, managers and administrators
are appointed because they are black.

14 The lawr-class Black can be blamed for most
of the prejudice against Blacks.

7 Most minority groups can handle Whites' honest
behavior and feelings.

A

A

A

Male Female

39% 54%

432 27%

17% 18%

13% I 18%

30% 18%

39% 63%

30% 27%

30% 55%
-

_22% 9%

Factor--V--Belief in the need, desire and value of blacks being a part
of white society.

Item No.'Loading

.82

Item/Description

17 Minority, groups will
appreciate.inclusion

.65 23 There should be laws
marriage.

..61 7 Most minority gioups
behavior and ,:eelings.

always welcome and
in white oociety.

restricting irc:erracial

can handle Whitas' honest

11-261



Item Intercorrelations--Factor--V

17

23

7

17 23 7

- .39 .30

.39 - -.04

.30 ,-.04 -

Male/female responses for items in this factor were:

17 Minority groups wid always welcome and
appreciate inclusion in white society.

23 There should be laws .estriCting
interracial marriage.

7 Most minority groups can handle Whites'
honest behavior and feelings.

A

A

A .

Male Female
,

9% 9%

22% 36%

65% 55%

13% 9%

9% 9%

79% 82%

30% 27%

30% 55Z

22% 9%

Factor VI--Belief in impatience of blacks with the ability of whites to
empathize with minority probelms.

152ac-illa Item No. Item/Description
.90 16 Most minority groups are angry.
.77 15 Whites cannot fully understand what it means

to be a member of a minority group.



Item Intercorrelations--Factor--VI

1 5

15

1 15

IMP .37

.37 OMB

When there are only one of two items in a factor, it is cli:Ificult to

tell exactly what they mean; however, the one and two factor items are

presented anyway. Male/female responses On item- in this factor were as

16 Most minority groups are angry.

15 Whites cannot fully understand what it
means to be a member of a minority group.

A

A

Male Female

39% 2. 36%

22% 45%

22% 18%

30% 27%

22% 9%

30% 54%

Factor VII--Belief in the worth of individuals regardless of color.

Loading Item No.

.90 20

-.59 1

.35 22

Item/Description

I may be a part of the problem.

Color is not important in individual
relationships.

Black supervisors, managers and administrators
are appointed bedause they are black.

Itam Intercorrelations--Factor VII

20

1

22

20 1 22

- -.23

_

'.06

-.23 - -.36

.06 -.36 -



Male/female responses were:

20 I may he a part of the problem.

1 Color is not important in individual
relationships.

22 Black supervisors, managers and administrators
are appointed because they are black.

Fact

Form B

elief in racist tendencies in whites.

Loadin Item. O.

.83 17

.73 19

.60 16

.56 18

.52 22

.42 23

.42 13

.34 3

.34 14

II

A

Male Female

43% 73%

13% 9%

35% 18%

,

9% 9%

17X 18%

74% 72%_

17% 1 16%

432 27%

392 54%

Item/Description

Whites are united in their attitude toward
minority groups.

Racial color is the real determinant of
behavior.

All whites are racis.s.

All whites are alike.

Black superidsors, managers and adminstrators
are appointed because they are qualiiied.

There should be laws restricting interracial
marriage.

White persons on the whole tend to improve
other minority groups with:Which they coMe
into contact.

Whites cannot and will not change:except by'force

The lower-class white is the root of.racial
prejudice against minorities..

288
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17

19

16

18

22

23

13

3

14

Item Intercorrelations-Factor I

17 19 16 18 22 23 13 3 14

- .49 .42 .54 ..28 .34 .27 .27 .14

.49 - .22 .22 .28 .34 .32 .23 .20

.42 .22 - .50 .22 .17 .21
./

.18 .02

.54 .22 .50 - .20 .41 .01 .47 .01

.28 .28 .22 .20 - .12 .24 .18 .44

.34 '.34 .17 .41 .12 - .07 .16 .07

.27 .32 .21 .01 .24 .07 - .20 .23

.27 .23 .18 .47 .18 .16 .20 - .11

.14 .20 .02 k.01 .44 .07 .23 .11 -

Tables 15 and 16 show a comparison of responsesby sex, on each of

the items relating to this factor. The comparisons for this and other

factors are listed below. As with the reporting of orm A results,

responses are listed in percentages and are reported in three Categories4.--

Agree, Unsure and Disagree. Strongly Agree and Agree were combined as

were Disagree and Strongly Disagree.

Factor I--Items--Form B

17 Whites are united in their attitudes
toward minority groups.

19 Racial color is the real determinant of
behavior.

289
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t:

A

A

Male Female

33% 20%

39% 40%

26% 28%

45%

26% 36%

29% 44%



16 All vhites are racists.

18 All whitEs are alike.

22 Black supervisors, ma!lagers and administrators
are appointed because they are qualified.

23 There should be laws restricting interracial
marriage.

13 White persons on the whol te7A to improve
other minority groups with which they come
into contact.

3 Whites cannot and will not change except by
force.

11-266

2 9 .

A

A

A

A

A

A

Male Female

9% 0%

35% 32%

32% 56%

9% 8%

19% 8%

68% 76%

65% 48%

19% 28%

9% 16%

1

12% 8%

19% 20%

77% 64%

19% 12%

35% 56%

19% 20%

23% 32%

39% 36%

38% 28%



14 The lower-class white is the root of racial

prej.iice against minorities.

Factor II--Belief in the interdependence of races.

Loadina Item No.

.74 8

.72 12

.68 10

.66 7

.62 14

.46 22

8

12

10

7

14

22

A

Male Female

39% 40%

16% 36%

19% 12% I

Item/Description

Whites are human and, whether they should or
not, do have their own hangups.

Different racial groups need to depend upon

each other.

a

Discussion and cooperation are possible ways

to achieve progress.

Some whites can help and "do their own thing."

The lower-class white is the root of racial

prejudice against minorities. .

Black supervisors, managers and administrators
are appointed because they are qualified.

Item Intercorrelations--Factor II

8 1 10 7 14 22

- .43 .64 .54 .23 .13

.43 - .33 .31 ..06 .18

.64 .33 - .34 .36 .22

.54 .31 .34 - .22 .09

.23 .06 .36 .22 - .44

.13 .18 .22 .09 .44

_

-
-

Male/female responses on items in Factor II were:

8 Whites are human and, whether they should .

or.not do have their own hangups.

291
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A

Male Female

55% 72%

10% 16%

13% 0%



12 Dif.erent racial groups need to depend
upo:1 each other.

10 Discussion and cooperation are possible
ways to achieve progress.

7 Some whites can help and "do their own thing."

14 The lowerclass white is the root of racial
prejudice against minorities.

22 Black supervisors, managers and adminis.rators
are appointed because they are qualifie

A

A

A

A

Male Female

587. 60%

6% 16%

13% 12%

58% 72%

13% 12%

6% 4%

.51% 76%

19% 12%

6% 0%

39% 40%

16% 36%

19% 12%

65% 8%

19% 20%

9% 1 64%

Factor III--Belief in the trustfulness and truthfulness of whites.

II:em/Description

Whites are distrustful.

Whites are always trying to use members of
minority groups.

Whites will let you down when the going gets
tough.

Whites cannot and will not change except by
force.-

Loading Item No.

.71 5

.71 11

.65 9

.42 3

I

292.
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5

11

9

3

Item Intercorrelations--Factor III

5 11 9 3

.33 .39 .35

.33 - .35 .27

.39 .35 - .24

.35 .27 .24 -

Male/female responses on Factor III were as follows.

5 Whites are distrustful.

11 Whites are always trying to use members
of minority groups.

9 Whites will let you down when the going
gets tough.

3 Whites cannot and will not change except
by force,

. 11-269
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A

A

D.

A

A

Male Female

29% 24%

39%

F-

56%

32% 12%

26% 24%

39% 40%

12% 24%

19% 28%

32% 44%

.26% 16%

23% ] 32%
.

39% 36%
-

38% 28%



Both Form A and Form B of the Social Belief Inventory provided useful and
interesting information about the attitudes of students toward the opposite race,.
However, the writer chose to refrain from drawing conclusions about how
students' beliefs and cognitions affect their behavior toward the opposite race
because of: (1) the unsystematic way the sample was drawn, (2) the limited number
of variables looked at, and (3) the size of the sample. Even so, it was interesting
to note the comparability of responses between males and females for items in each
factor for both forms of the inventory.

The writer noted that the responses of white males and white females to each
item in each factor were 7er y similar. There was only one exception where the
difference in the way males and females respont..ed to a question differed by 20
percent r-sr more. The item is identi -Ted below:

Item 11, Factor III: Males-21% Agree; Females-0% Agree.

As with white respondents, black males and black females maintained a high
degree of consistency in the way they responded to inventory items. The items per
factor on which there was a 20 percent or r re difference in the way males and
females responded were:

Item 19, Factor 1: Males-45% AgreP: Females-12% Agree

Item 7, Factor II: Males-51% Agrec.. males- 76% Agree

Item 22, Factor Males 65% Agree; Females-8% Agree

Item 21, Factor VII: Males-52% Disagree; Females-72% Disagree

294

11-270



Factor IV--Belief in humaneness of whites as evidenced by a change in
their attitudes toward blacks.

Loading Item No. Item/Description

.86 15 Some whites have "Soul."

.63, 4 White persons are less prejudiced today than
they used to be.

.39 13 White persons on the whole tend to improve
other minority groups with whlch they come
into contact.

-.34 18 All whites are alike.

15

4

13

18

Item Intercorrelations--Factor IV

4 13 18

- .32 .28 .33
-

.32 - .20 .23
---

.28 .20 - .01

,33 .23 .01 -

Male/female responses for Factor IV:

15 Some whites have "Soul."

4 White persons are less prejudiced today
than they used to be.

13 White persons on the whole tend to
improve other minority groups with
which they come into contact.

11-271

A

A

Male Female

36% 36%

19% 24%

22% 28%

48% 44%

29% 32%

22% 20%

19% 12%

35% 56%

192 20% 1



,18 All whites are alike.

Factor V--Belief in the superiority of whites.

Loading Item No.

.91 20

.59 13

.39 12

A

Aale Female

8%1-97.

19% 8%

68% 76%

Item/Descri tion

I may be part of the problem.

White persons on the whole tend to improve
other minority groups with which they come
into contact.

Different racial groups need to depend upon
each other,

Item Intercorrelations--Factor V

20

13

12

20

- -.43

---
.11

-.43 - .04

.11 .04 -

Male/female responses on Factor V:

20 I may be part of the problem.
A

13 White persons on the whole tend to
improve ottler minority groups with
which they come into contact.

A

12 Different racial groups need to
depend upon each other. A

47) cl;;-1

Male Female-

22% 36% 1

29% 36%

45% 20%

19% I 12%

35% 56%

19% 20%

58% 60%

6% 16%

13% 12%



Flctor VI--Belief in blacks' ability to size up whites and to
negotiate the system.

Loading, Item No. Item/Description

Whites are not really trying to understand
the situation of minority groups.

The best way to be seen is to be heard.

White persons are less prejudiced today than'
they used to be.

.78 1

.71 2

-.42 4

1

2

4

Item Intercorrelations--Factor VI

1 2 4

- . 3 -.17

.33 - -.23

-.17 1-.23 -

Nale/female responses for Factor VI:

1 Whites ace not really.trying to understand
the situation of minority groups.

2 The best way to be seen is to be heard.

4 White persons are less prejudiced today
than they used to be.

297
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A

A

A

Male Female .

32%I122%

61% 56%

16% 8%

71% 4:"/Z

6% 28%

22% I 28%

48% 44%

29% 32%

22% 1 20%



Factor 711Belief in blacks' ability to understand and handle the

Loading

exploitative tendenkies in whites.

Item No. Item/Description

-.79 6 Whites must deal on minority group terms
now.

-.59 21 Blacks cause neighborhoods to run down.

.45 9 Whites will let you down when the going
gets tough.

Item Intercorrelations--Factor VII

6

21

9

6 21 9

- .22 .31

.22 - -.13

..31 -.13 -

Male/female responses for Factor VII:

6 Whites must deal on minority groups
terms now.

21 Blacks cause neighborhoods to run down.

9 Whites will let you down when the going
gets tough.

A

A

A

Male Female

61% 36%

26% 48%

_

,13%
8% I

-
3% 12%

42% 8%

52% 72%

19% 28% ,

32%

26% 16%-



CHAPTER VI

ANALYSESPLAN, PROGRAMS, PRACTICES, PROCEDURES

A Summary of Durham City Schools District Plan

On June 26, 1970 the Board of Education for Durham Ciry Schools submitted

to the U.S. Middle District of North Carolina a "Plan For Fut ther Desegregation
of The Durham Cit7 Schools" in response to a directive from the court, to provide
a new plan for further integregation rif city schools without a continuation of the

seven-year-old "freedom c.f. choke" plan. The court order come in the wake of a
;notion filed by the NAACP Legal Defense Fund.

The plan, whkh became operative during the 1970-71 school year, remains

in effect today. It rontained fourteen points that were detailed in Chapter II;
they are eurnmarized below:

1. The district would operat-. 25 schoolstwo (2) high schools, six (6)
juniut- highs, and sixteen (16) elementary.

Attendance zones would be established for each school.

3. Allowances were made for seniors to complete their schooling at
the school they attendee! during 1969-70. Sophomore and

jmiors were not excepted.

4. Junior high students were assigned to schools within the attendance
area of their legal residence.

5. Elementary students were assigned to schools within the attendanco
area of their legal residence.

6. Geographical areas established for 1970-71 resulted in racial mixture
in each of the district's schools.

7. Majority students could opt to attend a school in which their race was
in the minority.
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8. Exceptional swdents of all kinds w^re assigned to facilities designed
for them without regard to roce.

9. The Superintendent maintained the right to change students' assignments
in hardship cases.

10. The Board reserved the ri9ht to re-define cet.--ndance area and compo-
sition of school without arfecting the unitary character of the school
system.

11. Students legally reing outside the district wero denied attendance with
or without pay, 670-71 seniors e:ccepted.

12. Faculties were assigned to reflect the black/white ratio district-wide. . .

Teachers cnd other pro Fessiona; pursonnel were not to be dismissed,
demoted, retained or passed over for re-employment or promotion on the
grounds of race, etc. . .

13. All courses, facilities, programs and extra-curricular activities at any
school wore made equally available to all students in a given school.

14. The Board was to submit a rport of the racial composition of faculty
,md stuc'ents per school by October 15, 1970.

Not specified in these points, but still a part of the desegregation process, was
the pairing of six elementary schools. Schools that ware formerly organized in grades
1 through 6 were reorganizedtwo schools became occupied by grades 1 and 2 and
paired with two that handled grades 3 through 6. One school was established for
grades 1 through 3 and paired with one thnt housed grades 4 through 6.

As point six above summarizes, the district's plan resulted in racial mixture in
each of the district's schools. However, as Table 2 showed, such mixture was not
reflective Lf the black/white population in the community at large. The Board of
Education rejected the notion of having each school's racial composition, as far
as students were concerned, mirror the community's population. It was not unaware,
however, that the fluctuation in enrollment and the loss of students did create an
unstable situation in the district.

During the 1971-72 school year the Board, being concerned oboui- +e possible
intervention of the courts, drafted a plan that would have distributed the diminishing
white population more evenly in the schools. The plan called for teipling the
number of students bussed, closing a predominantly black elementary school, con-
verting one junior high to a vocational center, pairing of several elementary schools

3 0 0
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and sending one-sixth of all junior high students to distant schools. When it

became apparent that the initiative taken by the Board was meeting sharp

criticism, the Board retreated and continued to operate under the same plan

ordered and approved in 1970. Table 18 shows the current enrollments by race

and schools. It shows that black enrollment in regular classes rose 2 percent

(from 68% to 70%) from 1972-73 to 1973-74. There was a corresponding drop

of 2 percent in white enrollment. The fluctuation appears minimal here. How-

ever, when enrollment data from the first operating year of the plan is compared to

to the current total enrollment, a different picture unfolds. In 1970-71, 59 percent

of the district's students were black. In 1973-74, the number had increased to

70 percent.

Durham City School District--A Comparative
Desegregation Study Site

Durham City School District was selected as a participant in this project because

it was identified from source data as a district that developed and impleIrrHd a

conflict-free and effective plan. The project's major purpose was to identity

districts that had been effective and successful in their attempts at breaking the

bonds of segregation and to describe the processes tE led to effectiveness and/or/

success.

Seven criteria, and accompanying indicators, were used in measuring the degree

to which a district was effective. Some of the criteria were minimally used in se-

lecting districts. Most of the criteria were applied after selection. Durham City

School District was matched against these criteria before and after selection to de-

termine the effectiveness and the status of its plan, its programs and its practices

and procedures. On the basis of observation and conversation, the following is an

analysis of the match.

Criterion 1. Evidence that majority and minority students and staff are
structurally integruted* into the social system of the school

so both hold statuses and play roles that are equal in power

*Structural Integration (definition used by the Cal ifomia State Deparhnent of

Education). . .that situation in which staff members, children and parents of all

ethnic groups hold statuses and play roles throughout the school system that are equiv-

alent in power and prestige to those statuses occupied by members of other ethnic groups.
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TABLE 18

1973-74 Enrollment* Data by Schools

Durham City Schools
Durham, North Carolina

(Totals Inclusive of Only Black and White Students)

School Gra6e/Level Enrollment
White

No.

Black
No.

Durham High 10-12 1247 559 45% 688 553

Hillside High 10-12 1206 261 22% 945 782

Brogden Junior 7-9 441 355 80% 86 202
I

Carr Junior 7-9 320 124 39% 196 612

Holton Junior 7-9 514 260 51% 254 491

Rogers-Herr Junior 7-9 381 71 19% 310 812

Shephard junior 7-9 465 .17 4% 448 962

Whitted Junior 7-9 535 37 7% 498 932

Burton Elementary 1-6 492 36 7% 456 932

Club Boulevard Elementary 4-6 348 137 46% 189 543

East End Elementary 1-3 291 108 37% 183 633

Fayetteville Elementary 3-6 509 57 11% 452 892

R. N. Harris Elementary 1-2 238 42 18% 196 822

Hollaway Elementary 1-6 351 162 46% 189 543

Lakewood Elementary 1-2 196 35 18% 160 822

Lyon Park Elementary 1-6 174 31 19% 141 812

Morehead Elementary 1-6 175 60 34% 115 662

North Du'rham Elementary 1-6 185 56 30% 130 702

W. G. Pearson Elementary 1-6 433 9 2% 424 982

E. K. Powe Elementary 1-6 285 205 72% 80 283

Y. E. Smith Elementary 3-6 443 107 24% 336 762

C. C. Spaulding Elementary 1-6 402 12 3: 390 972

Walltown Elementary 1-6 187 88 52% 90 483

George Watts Elementary 1-6 210 115 55% 95 452

Cooperative 39 3 8% 36 702

TOTALS 10,068 2,947 30% 7,087 702

*Totals as of 10th Day of School for Regular Classes Only.
K.ndergarten, Academically Talented, Educable end Trainable Classes Excluded.



and prestige.

Criterion 1. Indicators:
1. Composition of student body in each school--There is racial

mixture in each school in the district. The School Board
sought and got racial mixture rather than a racial pro-
portion per school that reglected the racial makeup of the
community-at-large. The decision resulted in six of the

25 schools having 90% or more black students enrolled.
An additional five schools had black enrollments in excess
of 80% and three in excess of 70%.

2. Ethnic composition of staff in schools--The black/white ratio
of teachers in the district was 53% white and 47% black,
for principals 48% white and 52% black. According to the
district'Y plan, "Faculnes. . .shall be assigned to the re-
glective schools in the school system so that ratio of Negro
cald white faculty members assigned to each school shall be
approximately the same as the ratio tl-roughout the school

system."

3. Distribution of majority/minority group students in each
class--At the elementary level it was observed that
heterogeneous grouping across classes was the general

practice. Skill groups for subjects suL.h as reading and math
were used. Mere was one exception observed. One school
practiced ability grouping across the school. The tendency
was for a disproportionate number of blacks to be assigned
to less able groups.

At the junior high level, at least in the two schools visited,
heterogeneous grouping seemed to prevail. Class compo-
sition in major classes was generally closely aligned with
the racial composition of the school.

No racial distribution data were available for the high schools
visited. Interviews with professional staff revealed an =-
bivalence toward the matter in which students are distributed
across subjects. Some felt there is "hidden ability grouping,"
lane felt that student selectim is the basis of whatever blacks
are disproportionately represented in advanced type courses,
and some felt that a tracking system is used but not according

to race.
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4. DisciplineProfessional staff and students interviewed
expressed that there is uniform administration of disci-
pline.

5. Integration of minority groups into organizations and
activities of school--The study did not yield conclusive da
data on this point. In each of the secondary schools
visited the white student was the minority as far as
numbers were concerned. No data were provided on the
extent of student participation in any activities at the
high school level. As for the junior high schools vhited,
one had black/white participation in school athletics that
closely resembled the racial makeup of the school. The
other had ali-black teams; however, the student body was
93% black (See Tables 8 and 9). As for participation in
other clubs and organizations, the former junior high listed
a 50/50 split for the student council and cheering squad,
the only two organizations listed. The latter showed that
there is white participation in four of the six organizations
listed (See Table 10). Two of the four organizations have
white representation that exceeds the white population in
the school.

6. Patterns of student/student interactionThe picture varied.
There seemed to be no evidence of racial tension, but there
was neither solid evidence that students were not tacitly
isolating themselves from one another. When or wherever
statements were made that students interact well, the situ-
ation usually occurred during school hours; friendship
patterns that extend beyond the environs of the school were
very limited.

Criterion 2. Evidence that ural/racial isolation has been reduced and is re-
duced and is reflected in the heterogeneity of academic and
nonacademic actMties.

Criterion 2. Indicators:
1. (In addition to all of the above indicators) A sense of fellow-

ship and mutual respect, as demonstrated by staff and student
planning exists--In fairness to teachers observed, obser-
vations were neither numerous enough nor long enough for
firm conclusions to be drawn about student/teacher planning.
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However, on the basis of the brief look-see observations
that did take place, it appeared that planning was a function
that had been retained by teachers. This was at least par-
tially confirmed by four teachers,during interview sessions,

who ind.cated that they map goals and strategies as well

as decide content for their classes.

2. Evidence of avoidance of academic stereotyping--Though
academic stereotyping did not appear to be running ram-

pant, there was little clear evidence that orchestrated
attempts were being or had been made to avoid such through-
out the high schools in the district. This impression was

based on observations and interviews. There seemed to be

more of an awareness of the need for such avoidance at the
junior high schocls visited and each elementary school

except one. It was difficult to ascertain the level of con-
cern at the administrative level for this indicator across the
district.

3. Evidence that teachers k: ye the authority that enables them

to work confidently and flexibly with students of varying-
abilities and ta1ents--Teachers did appear to have the free-
dom to vary instruction and to do other things that would
enable them to meet the different needs of students assigned

to them.

Criterion 4. Evidence of curricular offerings and materials reflecting cultural
diversity,.

Criterion 4. Indicators:
1. Curriculum offerings related to minority experience or to

majority/minority relations--There was evidence of some
offerings related to minorities, e.g., black studies at the
secondary levels, black authors in some literature classes,
and multi-cultural and multi-Imel texts in some schools.
Curriculum offerings and materials differed from school to
school. Some teachers, when interviewed, indicated that
their schools had insuFficient or no materials. They ex-
pressed strong concern about this point. Several indicated
that materials were on order.

2. Library volumes related to minority experience or by
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Criterion

Criterion

Criterion

minority authors--Volumetric figures were not col-
lected from the libraries in schools visited. A parusal
of three ;ibraries, two in predominantly or all-white
schook and one in a predominantly all-black school,
revealed that there are minority-related resource
materials available in each. Also, it was found that
each subscribed to or had available such periodicals as
Ebony, Negro History Bulletin and Black World.

3. Evidence of varied instructional techniques designed to
meet the different learning styles of students--At the
upper levels, e.g., grades 7-12, classes were taught in
a traditional manner. The mode tended to be the teacher-
dominated lecture. There were s_eme n stan ces of students
being called on to read row by row and a few instances
of silent reading. No unusual instructional techniques
were in evidence. There were some instances of con-
ventional, whole-class instructicoal methods being used
at the elementary level. However, there was also more
evidence of different grouping patterns, e.g., skill groups
in reading and math and individualized instruction, being
used at this level.

5. Evidence of successful academic achievement by both majority and
minorily students.

5. Indicators:
Achievement data on students in school--No achievement
data were collected by race across schools in the district.

6. Evidence of comprehensive efforts to develop and offer programs
aimed at equalizing educational opportunity.

Criterion 6. Indicators:
1. Evidence of use of Title I, ESAP or other funds to develop

compensatory programs--There was evidence thdt ESAP
funds in the amount of $229,783 had been received by the
district for "teacher preparation programs, student-to-
student programs, curriculum revisions, special community
programs and pupil personnel services. . . ." The team
did not see written proposals or evaluations thereof, thus
cannot cite the specifics of the programs.



Criterkm

Criterion

2. Evidence of use of resources within and outside the school
district to help devise programs aimed at equalizing edu-
tional opportunity--There seemed to be evidence that
resources at the central office were used to aid in setting
up workshops that would help teachers better cope with
the problems of desegregation. It was mentioned in one
interview that a course had been set up through the
University of North Carolina at Chapel Hill on the de-
segregation process and made available for interested
teachers.

3. Attempts at in-service training aimed at probram develop-
ment--ESAP funds were committed to the district for
curriculum revisions and teacher preparation programs,
among other things. There was no explanation of what
revisions were made nor the amount of iime spent in the
preparation of teachers, the numbers of teachers involved,
and so forth.

7. Evidence of parent and community involvement in the desegregation

process.

5. Indicators:
1. Existence of a citizen's committee, or advisory committee,

to assist with desegregation plans--There was no evidence
that there had been involvement of citizens via advisory
committees in the development of the plan. There appeared
to be minimal involvement in the implementation process.

2. Evidence of bi-racial school committees--Such committees

did not exist at the schools visited.

3. Evidence that parents and school community are kept informed
about problems and successes in the integration process--The

news media appeared to be the major source of information.
lt is used quite a bit to keep the public Informed.
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CHAPTER VII

"INTEGRATION" IN RETROSPECT

Some Concluding Observations

Jane Mercer, A sociologist at the University of Califronia at Riverside,
California, uses in her studies of school district's desegregation a five-stage policy
model designed to determine where on the segregation to integration a district
falls. Since her model had implications for this paper it is briefly described below:

Stage 5 -

Stage 4 -

Stage 3 -

Stage 2 -

Stage -

Moving Toward Integration: Philosophic StanceEquality of
educational output, cultural pluralism.

Comprehensive Desegregation: Philosophic StanceSchools
should have the same ethnic proportions as the district's
population, students should have equality of educational
opportunity--the latter defined ;n terms of input, same
teachers, schools and fexft.

Token Desegregctim: rhilphic Stance--District no longer
denies responsi'aily to der,,ogregate, it alters boundaries, builds
new schools, ra Coyigi tove-r-.4 open enrollment and uses as the
underlyirs tirame f;oe..dur z,.)f choice.

De'tlocto t.:stgregotio,?, Philosophic Stance--The Board of
Ed7T7otion does noFrave the responsibility to change a pattern
that it (Pe not cause. The mem theme is Ole neighborhood
school.

DeJure !:;egregation: Philosophic Stancelt is not the legal
sH-7orecmsibility of the Board to desegrate. The question is raised_

os to whether the responsibility belongs to the state or to the
district.

y'D

Based on the data thc* were callectedduring the onsite visit and based on
servations made and interviews held, it is the writer's opinion thlfthe Durham
School District as a whole has moved from Stage 1 (in :the late-1959'4 to Stage:
(in 1973). While it is true that the "freedom of choice" Plan tbat existed from
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1965-66 through 1969-70 was abandoned in favor of a plan that met the challenge
and mandate of the court, the new or replacement plan resulted in more mixing,

but in different proportions per school. The plan, whi,:h continues to govern the
operations of schools in 1973-74, fell short of the "Comprehensive Desegregation"
category by design, though aspects of this category mic)ht be found in some facets

of the distr:ct's activities. While rejecting the notion of developing and imple-
menting a plan that called far ethnic proportions in each school which resembled
the population in the district as a whole, the Board approved and implemented one

that left four of the di strict"s 24 schools with black populations of 93 percent or
better and one with a population of 84 percent. Because of the district's inabil-
ity to revamp its plan to accouit for fluctuation in enrollment and the loss of
students (due largely to "flight" 'into county schools and private academies) the

situation has changed considerably. Six of the district's schools now have black
populations of 90 percent or more and five additional schools have 80 percent or

more.

When using the Mercer Model to explain or discuss the status of a district's
desegregation plan one must refrain from assuming that all segments of the com-

munity are at the same point on the continuum. It is conceivable that the Board
of Education and the district administration could be cr a more advanced stage or

level of understanding, operation and/or acceptance that parents, other persons

in the community or even members of the professional staff in the district. This

is often true because of obligations placed on boards of education and school
administrations as legal entities to desegregate or otherwise rectify some ill that
might heretofore have been perpetuated. e example of this difference was

seen in 1971 when the Board, who were concerned about the possible intervention

of the court because of the instability of its plan, drafted a new one that would
distribute the white population more evenly in schools. The plan called for a trip-
ling in number of students bussed, the closing of a predominantly black elementary
school, converting of one junior high to a vocational center, pairing of several
elementary schools and the sending of one-sixth of all junior high students to
distant schools. Such a plan would have resembled the characteristics of Stage 4.
However, the community sharply criticized the initiative of the Board. The Board
withdrew consideration of the plan.

Final Remarks

The data in this report were gathered basically from structured and unstructured
interviews and from formal and informal observations. In order to re-establish the

chronology of desegregation-related events, the school files and the local newspaper



were searched and copied, in part. Not much historical data were available from

the central office files.

These data are by no means exhaustive. They were collected by a team of
four persons who made a four-day onsite visit to the Durham City School District.
Eight of the district's 25 schools were visited. Time and space constraints made
it impossible to capture and record all of the significant events that were
happening in every school visited, not lo mention every school in the district.
However, the team attempted to sort out the substance of all conversations
observations and to summarize them correctly and objectively with the hopes that
Durham's historical attempts at desegregating its schools might prove enlightening

to others.
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PREFACE

A word of special thanks and appreciation are due to
school people at all levelu, and to community people for the
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Ewing's attempts to racially balance its schools. A special
tribute is paid to Dr. David J. Brittain, Superintendent,
and his staff for making the study possible.



CHAPTER I

BACKGROUND

Ewing Township - History and Government1

On February 22, 1834 Ewing Township was formed by an Act of

the New Jersey State Legislature. Named for the late Charles
Ewing, a Chief Justice in New Jcesey, the Township is believed to
have been settled around 1700 by immigrants basically of English
and Scottish ancestry. The Township was mainly a woodland area,

prior to the American Revolution. However, post-Revolution
activities included embarkation on a sustained period of

agricultural growth. So productive was the agricultural activity
that Ewing was labeled "the richest soil in New Jersey" during the

mid-1800's.

Prior to 1930, Ewing's population increased slowly. Early
development was characterized by the springing up of small villages
throughout the Township. Its close proximity to Trenton served as

an attraction to city residents who, while working in or about the
city, wanted to escape the ills of the city by residing in the

suburbs. This attraction led to Ewing becoming predominantly a
community of home owners. The 1970 census listed its population

at 32,831.

Not only has Ewing become attractive to home owners, it has
been appealing to the State of New Jersey and to.Mercer County,
the county in Which it is located. This is evidenced by the loca-
tion of institutions that are owned and operated by the state and

countvin the Township,

Being Township is governed by a Township Committee of five

persons. The Committee performs all fhe legislative functions
set by the limits of State laws and delegated to the mUnicipal

government. Among the functions the Committee performs Is that of
adopting and supervising the administration of various commissions,
boards and agencies within the Towndhip, including the Board of

Education.

lInformatior in this section was taken primarily fram the
booklet Know Your Town which was prepared in the late 19604s by
The League of Women Voters of Ewing Township.

,t!
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Ewing Board of Education
2

The first Ewing Board of Education was formed in mid-1894.
It is an elected body consisting of nine members Who serve without
salary for a three-year term. The Board election is held during a
non-partisan election in February at which time three candidates
fill vacancies of members whose terms are expiring. Criteria for
membership on the Board are (1) must be a citizen of the United
States over 21 years of age; (2) must be a resident in the school
district for a minimum of two years; (3) must be able to read and
write; and (4) must have MO interest directly or indirectly in,
any contract or claim against the Board. The 1973-74:metbership
on the Ewing Board consists of six males and three females. TWo
of the latter are hlack.

The Board of Education derives its authority from establianed_
state laws. It functions independently of the Tewnship government
and has the responsibility for establishing school.policy, includ-
ing the establishment of qualifications for staff positiOns;
adhering to State minimux requirements; employment and discharge
of personnel on the recomendation of the superintendent; establish-
ment of a teadher salary guide and a wage scale for all other school
personnel; development of the curricula to meet the needs of all
students; approval of purchase of equipment and supplies; presenta-
tion of the annual budget to the voters for approval; and the pre-
sentation of referenda to voters on the question of additions to
school buildings or other facilities.

The Board's organization includes a Preaident, Vice President
and Secretary, as well as the Superintendent. It is further Eelb-
divided into the following Standing Committees on Which members
serve: Buildings and Grounds; Education, Curriculum and School .

Policies; Finance, Budget and Insurance; Adult Education and
Federal and State Programs; Personnel; TransPortation; Businefin
Practice and Student Services; and, Public Liaison and PUblicity.

Newspapers and public meetings are the major public vehicles
through which the Ewing Board of Education reports to the public.
The agenda for each Board meeting is sent to the press in advance
to inform the public. Internally, the Board, through the Super-
intendent's office, publishes periodically the "Ewing Township
Board of Educ.ation News." This house organ is sent to every known
resident in the Township.

2
Information in this section was gleaned from Know. Ewing

SChools an undated booklet prepare4 by TheEwing:10,WC01,01e0glue
of Women Voters.
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School Administration

The Ewing Public Schools are operated under the direction of
a Superintendent Who is charged with carrying out the policies
established by the Board. Be is assisted by two assistant super-
intendents and a staff of about fifteen other persons in the
instructional and operational services.

Public School Facilities

The student enrollment in Ewing Township as of December, 1973
was 5,246. Thin student population is housed in ten schools--
seven elementary (K-5), one middle school (6-7), one junior high
(8-9) and one high school (10-12). Table 1 gives a breakdown of

the grade-by-grade and school-by-school enrollment.

School District Prior to Desegregation

An editorial appearing in the April'27, 1971 issue of the
Mercer Messenger Newspaper, in which the Ewing Reorganization was
discussed, stated that as the district looked at itself in
response to a New Jersey Department of Education's mandate to

reorganize:

"What they saw were illogical, gerrymandered school
districts; racially lopsided schools, makeshift classes
on auditorium stages and storage rooms, overcrowding at
the junior high sdhools; expensive duplications at two
junior high sehools; and limited or inadequate library
facilities at the elementary sehools."

Organizationally, ten schools constituted the Ewing School
District the year prior to desegregation, or to "The Reorganiza-
tion Plan" as it is referred to in Ewing. There were seven
elementary schools (K7-6), two junior high schools (7-9) and one
senior high school (10-12).

The school district's total pupil population in December, 1970,
the year prior to desegregation (or reorganization as these terms
will be used interchangeably) was 5,570. During the same month
during the first year of reorganization there was a drop in enroll-
ment of 39 students (less than 1%). The enrollment picture aver
the last five years, including the year of reorganization, was as

follows:
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TABLE 1

Enrollment--Ewing Township Public Schools
Decelber, 1973

Ancheil
Elem.

Fisher
Elem.

Fisk
Elem.

Lanning
Elem.

Lore
Elem.

Parkway
Elem.

Reed
Elem.

Antheil
Middle

Fisher
Jr.

Ewing
Rich TOTAL,

283

356

345

341:;

17.dgn.

Gr. 1

Gr. 2

Gr. 3

Gr. 4

Cr. 5

38

44

46

35

33

38

50

37.

20 .

41

47

36

38

32

39

43

47

50

66

67

57

63

62

60

64

75

61

72

65

43

56

46

51

48

63

42.

51

59

57

61

71

Cr. 6 383 383

Cr. 7 4).6 416

Cr. 8 459 459

r:r. 9 452 452

Cr. 10 454 454

Cr. 11 453 453-

Cr. 12 451 45/

fp. Ed. 11 19 28 17 12 12 5 104'-?=.

TOTAL 245 231 199 384 3977 ' 335 358 811 923 1363



December 31, 1969

Total Enrollment

5,773

Difference

December 31, 1970 5,570 - 203
December 31, 1971* 5,531 - 39

January 31, 1972 5,507 - 24

December 31, 1972 5,443 - 64

January 31, 1973 5,431 - 12

December 31, 1973 5,246 - 185

*The year of "The Reorganization Plan" or desegregation.

The decrease in enrollment came as no surprise to school
officials. As a part of preliminary studies, school officials
studied the birth rate in the Township during the decade of the
60's and they studied available space in the Township for future
develcpment. The birth rate picture in the Township was:

Year Births Difference

1961 532
1962 424 - 108
1963 288 - 36

1964 410 + 22
1965 432 + 22
1966 425 - 7

1967 394 - 31

1968 395 + 1
1969 391 - 4

Total decrease since 1961 - 141

School officials concluded that school enrollments will not increase
appreciably in the near future.

Racial Distributions of Students
Year Prior to Desegregation

The nonwhite population in the Ewing Schools before regrganiza-
tion was 18%, plus or minus 2%; This reflects the white/nonwhite
ratio that existed in the Township. The factor that led to Ewing
being considered racially imbalanced, or to certain schools being
labeled racially lopsided was the way the 18% were distributed in
the schools.

Table 2 shows that the Lanning, Reed and Antheil Elementary
Schools had a disproportionate number of nonwhite students when
considering the percentage of these students in the district. Lore
Elementary had no nonwhite pupilsAnd Fisk Elementary had a minimal
number. Only two of the elementally schools, Fisher and Parkway,
had white/nonwhite racial distributions of students that reflected
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TABLE 2

Non-White Enrollment and Percentages
One Year Prior to Reorganization

(December, 1970)

Antheil Fisher Fisk tanning Lore Parkway Reed Anthiel Fisher Ewing
Elem. Elem. Elem. Elem. Elem. Elem. Elem. Jr. Jr. H1 h

Grades X-6 K-6 1-6 K-6 K-6 1*-6 K-6 6-9 6-9 10-12

Enrollment 630 451 182 337 395 384 388 690 940 1,373

Percentage
White 752 862 932 562 1002 852 72% 772 852 852

Percentage
Nonwhite 252 142 12 442 02 152 282 232 152 152



fhe ratio in the district. At the junior high school level, there

was a slIghtly disproportionate number of nonwhite students at

Antheil Junior High while Fisher was reflecting the district's

white/nonwhite ratio. The problem at the junior high level was

more one of "serious overcrowding" rather than racial imbalance

(the capacity of each school was listed at 600 students, both

exceeded that capacity. Regarding the senior high level, there

was only one senior high school, thus all students were assigned

there.

Racial Distribution of Full-Time Staff
Year Prior to Desegregation

Table 3 summarizes the racial composition of the full-time

staff. It shows that of the 443 full-time staff hired in Ewing,

4.1% of it were nonwhite and 95.9% were white. Thirteen (4%) of

the district's 248 teadhers, and one (11%) of the district's

counselors were black. Except for one nurse and three other per-

sons in the janitors and engineers, maids and lundhroom workers'

category, there were no other black staff in the district.



TABLE 3

Racial Composition of Full-Time Staff
Year Prior to Desegregation

Title(e) Total
White ---29113d1LLA--.

Number PercentNumber Percent

Superintendent

Assistant Superintendents

Other Central Office Staff

1

1

1

1

100%

looz

(Excluding Clerical Staff) 4 4 100%

Clerical Staff 34 34 100%

Principals la 10 100%

Vice-Principela 4 4 100%

Counselors 8 7 89% 1 11%

Librarians 7 7 100%

Classroom Teachers 284 271 96% 13 4%

Nurses 7 6 86% 1 14Z

Janitors, Engineers, Maids
and Lunchroom Workers 83 80 96.4% 3 3.62

TOTAL 443 425 95.9% 18 4.11

3 2
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CHAPTER II

DEVELOPMENT AND DESCRIPTION OF
CURRENT DESEGREGATION PLAN

According to the Spring, 1971 issue of "Ewing Township Board

of Education News," the official news organ of the Board of

Education, the Township reorganized its schools for three basic

reasons: (1) to improve education; (2) to achieve better racial

balance; and, (3) to eliminate overcrowding.

Improving the educational system was listed as the primary

purpose for the school reorganization. The position taken by the

Board was:

"Education today is moving at a very rapid rate.
Demands on curriculum to keep pace with colleges
and industry are increasing daily. New innovative

teaching methods and techniques are constantly

being introduced. In order to keep our children
competitive in the labor market, we must change

to meet these demands. Our primary obligation is

to provide the best education possible for our

students at the lowest possible cost. We must

change for today to provide for the future of

tomorrow."

The second major purpose to be served by the reorganization

was achieving racial balance. In November, 1969 the Office of
Equal Educational Opportunity of the New Jersey Department of

Education notified the Ewing Board of Education that its schools

were racially imbalanced and, if not corrected, the district would

lose approximately one million dollars in State and Federal funds.

A similar notice was served on eightyseven other districts in

the state of New Jersey. Upon learning of the decree, the Board

met with the Office of Equal Educational Opportunity (EEO) of New

Jersey to learn what the specific charges were. In that meeting

Ewing was alerted that according to the New Jersey Department of
Education's desegregation guidelines the district had a shortage

of black teachers and an imbalance of pupils in some elementary

schools.

Easing the overcrowding at the secondary level was listed as

the third objective. Overcrowding at the junior high school levels

had set a threeyear trend that promised to continue for at least

four more years, if the current enrollment pattern held. Accord

ing to school officials,



"Conditions are so bad this year (1970) that we have
been forced to hold three classes on the stage of the
auditorium, conduct special reading classes in the
stockrooms, rent three classrooms from a local church,
and generally disrupt our normal educational procedures."

Developing the Plan

In December, 196f, shortly after the mandate by EEO, there
was a racial disturbance that occurred during a play commemorating
the birthday of Dr. Martin L. King, Jr. The disturbance resulted
in the closing of Ewing High School for two days. In recounting
the event, William Cade, the Director of Public Relations for the
district, suggested that:

The closing of the high school motivated the Board to
form a citizens advisory committee to look at overcrowd-
ing, racial itbalance and curriculum reform.

In January, 1970 a Citizens Advisory Committee, made up of 65
members, was named. Each civic, social and educational group in
the Township was contacted by the President of the Board of Educa-
tion, and asked to nominate one of its members to serve on the
Committee. The President's letter to the organizations indicated
that the Committee would:

1. Identify problem areas in racial relations.
2. Examine the racial imbalance existing in some of the

schools.
3. Furnish the Board with data and recommendations on items 1

and 2.

When constituted, the Citizens Advisory Committee had bro. I
representation from nearly all civic groups and socir groups,
teacher organizations and student groups.

The establishment of advisory groups was not new to EWing.
TWo similar committees existed in 1957-58 and 1967-68. The 1970
Committee was formally charged with the responsibility to study
the problems faced by the Board, specifically overcrowding at the
secondary level, racial problems at the high school and the need
to update the curriculum at all levels. In order to facilitate
the management of the study, and to organize in a way that could
lead to recommendations to the Board, the Committee subdivided i110)

. three groups: Curriculum; Student', Faculty and Administration.
Feelings; and Racial Imbalance.

Each subcommittee had begun its work by February, 1970. Each
spent time researching ways of alleviating the prOblems.that they
perceived, or were told, that existed in.EWing schools. The Cur-
riculum Subcommittee looked at how'courses-of. study in the ichOol

.

glaM. acksy



district related to such variables as achieving racial balance in
a conflict-free manner and resolving racial tensions. It con-
cluded its work in September, 1970 and recommended an increase in
library facilities and staff in the elementary schools; an expan-
sion of black studies to all grade levels as part of established
history and social studies programs; and an improvement in high
school guidance for black students.

The Students, Faculty and Administrations Subcommittee studied
the attitudes of students and teachers. In April, 1970 it admin-
istered questionnaires to 2,500 students at the high school and

junior high levels. The questionnaires asked such questions as
"Have the faculty and administration taken definite steps to easc
the tensions at the school?" "What are your three chief gripes
about your school?" "Do you think racial tensions in the school
are caused by (1) pressures and attitudes within the school;
(2) pressures and attitudes in the home and community; or (3) both?"
"Should black history be taught in the school?" Student question-
naires were programMed and tabulated at the Trenton State College
Computer Center, with the assistance of Educational Testing
Service in organizing the data.

Questionnaires yielded such information as: (1) a majority
of black and white students, 67% and 61% respectively, felt that
no definite steps had been taken to ease racial tensions in schools;
(2) blacks griped about a lack of black teachers, a lack of black-
oriented courses, prejudiced school administration and teachers;
whites expressed dissatisfaction about an apathetic school admin-
istration and student body, and a leek of freedom; both black and
white felt that school personnel had nwinterest in them as
individuals; (3) nearly 80% of blacks and whites in each school
opted for black history as an integral part of other courses in
history.

The third subcommittee, The Racial Imbalance Subcommittee,
completed its work in July, 1970. It submitted six recommendations

to the Board:

Recommendation 1: The Middle School Plan

"In general, the Middle SChool Plan.com-
bines grades 4,- 5.:and 6 or 6-Andl*L1eav,-
ing IC-4 in neighborhood schools.- The'ides
behind this is.that children in ,R4 have
more in common; and that Older:Olidten-
benefit by an easier.adjUStment:tohigh
school...it would-AmtailbueingfOrplder
Children only, leaving the yoUnger.iones
close to home....

Recommendation 2: The Central School Plan

7/f the.Middle School Plan ,is found-tO.'be
totally acceptable, and realizing ites a
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long-range plan, then the Central School
idea would certainly be a stop-gap
measure for possible early implementation
of the State Department's mandate until
actual building can be commenced....The
Central School Plan provides for student
socialization in the forms of actions,
reactions and interactions so necessary
for human relations and understanding...a
consistently shared characteristic of the
Central School Plan concept combines the
best features of the self-contained idea
of the elementary school with the best
features of specialization of secondary
schools."

Recommendation 3: Pairing of Schools

"This recommendation called for the pair-
ing of six of the seven elementary schools
(1) to equalize fhe racial balance in all
schools; (2) to equalize the school popula-
tion among the schools; (3) to equalize
the classroom-student-teacher ratio; and
(4) to allow creative and innovative pro-
grams to be instituted. The seventh
school was recommended as an early child-
hood center for all kindergarten children."

Recommendation 4: Rerouting of Buses

"In order to achieve racial balance..(the]
rerouting of buses and an exchange of stu-
dents...would accomplish." A diagram was
drawn showing how exchange would be accom-
plished. The cost of this recommendation
was estimated to be $3,500."

Recommendation 5: Voluntary Transfer of Pupils

"This play will permit, upon request of the
parents, the voluntary transfer of minor-
ity group children. Mese transfers would
be from schools which are racially imbal-
anced. The Board of Education would
reserve the right to assign the child to
any of the schools that have less than the
Townshipls percentage of racial makeup."

Recommendation 6: Step-wise Plan for Racial Balance

"A step-vise plan for achievingicacial
balance is proposedwith radia1ba1ance
to be accomplished oVer'a fiveyear'period.:

aike7i?,rfk%



It is recommended that steps be taken in
the 1st, 3rd and 5th years of the Step-
wise Plan, and that the 2nd and 4th years
be used for evaluation and adoption of
the plan based upon revised and mo;c
accurate goals."

Three of this subcommittee's recommendations were accepted
initially by the Board, namely The Middle School Plan, The Central
School Plan and Pairing of Schools. As reported in the November/
December 1971 issue of School Board Notes, Cade indicated the rela-
tive advantage of the "middle school" and "central school" concepts
for Ewing;

"This plan appeared to combat both overcrowding and
racial imbalance. By having all the children go to
the same school, startini, in grade 6 and ending in
grade 12, the schools automatically become balanced
within the context of the community."

The Reorganization Plan

The year immediately preceding reorganization Ewing contained
seven elementary schools (R-6), two junior highs (7-9) and one

senior high (10-12). The new reorgani tion also called for seven
elementary schools but with grades Kr-5, a middle school with grades
6-7, a central junior high with grades 8-9, and a high school with
grades 10-12. The advantages of the reorganization, as seen by
school officials, and as printed in the Spring (1971) issue of
"Ewing Township Board of Education News" for public consumption,
has been included on a separate page of this report.

As was alluded to before, the Ewing Reorganization Plan was as
much influenced by the computer as by the naiddle school" and
II central school" concepts. With the use of Title IV funds, as
approvsd by the Office of Equal Educational Opportunity in Washington,
the Ewing Board of Education contracted with the Illinois Institute
of Technology of Chicago to assist in the redistricting efforts at
the elementary level. The Institute was requested to design a plan
that kept busing at a minimum and that allowed as many-puOils as
possible to waik to neighborhood schools. The Institute gridded
the Township into 218 residential areas that were numbered and
analyzed for school location, student population and racial makeup.
Elementary principals provided necessary data on all students. As

data were supplied, eadh principal Oho supplied it and eadhimdivid-
ual who received it and analyzed it knew that a racial balance
standard of not less than 18% nonWhite enrollment and no more than
232 was to be established for each school.
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(1971) Issue of EWING TOWNSHIP BO IF EDUCATION NEWS

ADVANTAGES Ut itEORGANIZATION
There are numerous advantages elccationaily. economically. morally, and socially to
auy plan. WI will attempt to highlight the most obvious ones.

1. Improvement of our educational programs
e . Student grouping 6-7, 84. If you will look at the new organiaztion chart you- -

wilt notice the mproved continuity of radios 642. This means children of thesaint
age grouping will be together eliminating tee problems ol age dillerencet
b. Administration and guidancegrades 6-7 and 8-9 will now have their own ad., "..
ministration ankh provides for mere undied currroulum and eliminates compraitiras;-
between schools as to quality end service. Also, we will new be able NO Provide,
guidance services to the 61h grades which is imPortent today.

.
C. New programs-A host of new progiams can be Provided the 61h Wide& Ply
exermle,they will be exoosed to home economics, shoos, science labs. special
art, music momrind ululation gyms with showers. We ere planning to offer personal .,1'
typing, mechanical drawing, snort for girls and Mtn ecOnentia for boys in gradeti:
IF% Additional progrems may be introduced if space is available.

.d. Better student relations-groin 6.9 Thmugh the grouping of grades 64
the Middle School and 11-9 in the Junior High School wo anticipate additional odal
advantages because of the similarity of age
a. Intramural sports 6-7 Establishing intramural sports In grades 6-7 should
result in a stronger and more competitive sports program at the Junior High School:
Our present situation hampers cur program Uuough the division of talent between "
our two Junior High Schools.

2. Eliminate overcrowding 74 With the addition of five relocated* clantoams et
Fisher Junior High School. we will be able to remove the three classes preeently held
on the stage of the auditorium, return the three classes at the church to our own
sdwsl bui/dings and provide classroom space for our remedial reading groups 'AIM

are currently beisg held in the stockrooms.
4. Better transition to high school from one base There has been some difficulty
at the High School providing continuity of subject matter because of the various beck-
wounds of students. Curriculum continuity will be strengthened by having the same '

curtiodurn exposure.
4. Three totai Community Schools The Middle, Junior and High Scheel villt now be
total community schools. This means these three schools will belong to the whole com-
munity. In addition. racial balance will be achirred since all student in the cons.
munity in those grade levels will attend one school rather than being separated around

g.the Necnna mnaljuornitI.or struction or permanent additions (most economical) This plan it
the most economical of all the plans submitted. The C.A.C.'s first recommendation
was the construttlon a a new middla school, but the Board felt this was not *cow .

omitaity feasible at this time. It was for this reason the existing buildings were used
rather than new construction.
I. Batter staff utilization

a. Teachers- G.; having all 6.7 end 8-9th grade teachers together In one buildio6;
we feel this aould enable Mathieu to experiment with taam teaching, special group.
Mg. combining their own talents, etc. in addition, ail omelets have been' proeideii
the opportuniii to change schools based on titer Interest and certification.
b. Principals-Principals who havt special interests in curriculum or methods vrilf.c."*.
be fro..ided the ormortunity to work In those areas through thie reorganisation.
c. interact Training-New inservice training prograde will- he Provided
to impove on curriculum and %thing Methods. .

t F.4m 7aeching.Our nrogra,ation olan wilt enable more experimentation with
teem teaching. inoividualized instruction, programmed materials end, other new

.

techniques in education today.
7. REM% Neighborhood Schools (rawest of C.A.G.) Realizing it is important ie.::
the community to have students.walk to school wherever Mraible.s* have daintaine4::',
the neighborhood school concept.
IL Erred Racial Balance Through Redistricting With the koplementittiOn of -the::.
midribs school cur main concern for racial balance is in grades K.S. We are Uelairthr,`:;
computer tO aSsiSt us in redistricdr4 our echoer totem. This will be done by a ccm
pany who his hid experience with many other school systems with problems timIlar to
ours. The Federal Government has agreed to fund the cost of this service. .'
I. Waintain State:Federal Support t$1.000.0013). Ewing Township has been chilled

. by the Commissisner of Education and the Office Of Economic Opportunity with racial
Imbalance in our school system and Unless a motganization plan it ettsblished and--
impfementad by September. :071, ad will rose our fin:meal support. This biala.112?'
been navbroad and aporoved by the Commissioner.'
W. Centralization of instructioral Materials and Supplies For essMple, tywo..
indeasing demand for audio visual mateusts in education today. Presently. Me rettet;4
cooly too separate junior high scno:ls. often.doplieating. the sine film libraries. film' ''.:,;,0
strips. mho:nein and material% We win non be able to centralize our materials.' sadrea. fie:n! ctsra

326
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Table 4 compares the racial balance in Ewing Township schools
before and after reorganization. The anticipated nonwhite enroll-
ment in each elementary school (K-5) was between 18%-22%. At the
middle school (6-7) and junior high (8-9) the anticipated nonwhite
enrollment was 19%. It was 15% at the high school.



TABLE 4

Comparison of Racial Milano in Ewing Township (N.J.)
Schools Bator. and After Reorganization

Nifore Reorganisation After Reorganization
September, 1970 September, 1971

(Actual Enrollment) (Anticipated Earollmanc)

Elem. Schools - (K-6) Z Nonwhip Elem. Schools - (KAL Z Nonwhitn

Aachen 252 Anthall 182 - 2.22

Fisher 142 Fisher 182 -

Fisk 72 Fisk 182 - 222

Lanning 442 Limning 182

Lore OZ Lore T8Z 222

Parkway 152 Parkway 182 - 22Z

Road 282 Reed 182 - 22Z

Antheil Jr. High - (7129) 232 Anthail Middle School (6-7) 192

fisher Jr. High - (7-9) 152 Fisher Jr. High - (8-9) 192

11.612LUSA=Ilitli.2 152 Ewing High - (10-12), 152

Nonwhite Enrollment (K-12) 182 Nhnwhits Enrollment (K-12) 182

'41% .



CHAPTER III

PROCESS LEADING TOWARD IMPLEMENTATION

Shortly after the Ewing Board of Education receivel word from
the New Jersey Office of Equal Educational Opportunity taat the
district was racially imbalanced, five representatives from the
Board, including administrative staff, attended a two-day seminar
on "The Development and Implementation of Plans for New Jersey
Sdhools." This meeting occurred in DeceMber, 1969.

During the months following the meeting between representa-
tives from New Jersey EEO offices and the Ewing Board, the latter
initiated several activities aimed at correcting the imbalance of
pupils in some elementary schools and correcting the ratio of
black to white teachers in the district. One of the most prominent
activities insofar as the Ewing Reorganization Plan (Dr desegrega-
tion plan) was concerned was the establishment of a Citizens'
Advisory Committee. Same of the other related and key activities
are reflected in the _following timetable and target dates that were
established by the Board and submitted to the Director of the New
Jersey EEO offices:

1. February 1, 1970 - School Board Statement of Policy on
Desegregation

2. March 16, 1970 - Progress Reports Submitted to
Commissioner of Education

3. July, 1970 - Progress Reports Submitted to
Commissioner of Education

4. July, 1970 - Citizens' Advisory Committee Report
to Board of Education (Racial
Imbalance Subcommittee).

5. September, 1970 - Citizens' Advisory Committee:Report
to Board.of Education tCurriculum
and Students, Faculty and
Administration Feelings SubcommitteesY.

6. September 14, 1970 - Public Meeting todiScUps CitiZene
Advisory Committee:recommendations.

7. SepteMber, 1970 - Board:of:Education meetingtoreView
public feelinga and reCOmMendetions.

8. Fall, 1970 - Staff In-Service Training (ten) ses-
sions on "Current Problems of,Society"
under the direction of Dr..Anthomy

, ,

Campolo, Eastern BaptiSt C011ege:
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9. January, 1971 - Final decision by Board regarding
racial imbalance.

10. Winter, 1970-71 - Staff In-Service Training. Series
of sessions on "Actual Techniques
of Implementing Full School Integra-
tion," "Improvement of Instruction"
and "Improvement of Human Relations"
by Dr. Dan Dodson of New York
University.

11. September, 1971 - Implementation of plan to achieve
improved racial balance.

Using the impetus gained from the Citizen's Advisory Committee's
work and recommendations, the Ewing Board devised a multifaceted
attack on the problems it was facing. The Board decided not only to
racially balance each school, but to work toward improving curriculum
and teaching, and to eliminate overcrowding at the junior high school
level simultaneously. If these goals were to be realized, the Board
had to gain public acceptance not only for the desegregation cont.-

ponent of the plan but for a bond issue needed to finance building
improvement plans.

Though it is not reflected in the previous timetable the Board
worked between July, 1970 and April, 1971 at mounting a building
program and at finalizing plans for a referendum. Plans were
finalized in April, 1971 and the Board set a figure of $150,000 as
the amount they would ask the public to approve in June, 1971. These
funds were earmarked for relocatable classrooms for the central
school (junior high) and for improved elementary school libraries.
The Board decided it would be wise and preferable to keep the
referendum apart from their responsibility to balance schools
racially. Consequently, it was publicized that the plans for de-
segregation would proceed regardless of the outcome of the refer-
endum.

Emphases during the interim between April and June were on
selling the public on the advantages of approving the $150,000
referendum while concurrently informing them of the impending
reorganization of sChools. The 1971 Spring issue of "Ewing
Township Board of Education News," the official school district
newsletter distributed to each known citizen of the Township,
was totally devoted to the whys of the reorganization and the
referendum. The Greater Council of Churches participated in
educating the public by sponsoring a thirty-minute discussion on
the reorganization and referendum on WTTK, a local radio station.

. The local press gave the details of the reorganization and the
referendum and gave editorial support to both.

Touted as the most effective means of communicating with the
public were the "coffee klatches" held by each of the 65 metbers
of the Citizens' Advisory Committee. Bath metber agrr d to invite
at least twenty parents to his/her home for a morning coffee

117303



session. Literature that had been prepared about the referendum

was distributed and discussed. Attempts were made to get com-

mitments from each attending parent to call at least five friends

to explain the program.

In addition to using the Citizens' Advisory Committee and
"coffee klatches" to communicate plans, the Ewing Board set up a

"rumor phone" to quell rumors and to give parents facts. The

idea of using the phone to disseminate factual information grew
out of a recommendation by the Citizens' Advisory Committee that
better communications were needed between the school system and

parents.



CHAPTER IV

PROGRAMS AND PRACTICES INCIDENT TO DESEGREGATION

Curriculum Modifications

As was alluded to earlier, "improving our educational system"
was the primary reason for reorganization. To that end the Ewing
Board of Education established a 65 member Citizens' Advisory Board
to study problems related to, and to make recommendations for
improvement in curriculum, racial balance and the attitudes of
students, teachers and the administration toward each other and
education in general.

The Curriculum Subcommittee of the Citizens' Advisory Com-
mittee was set up to study ways the curriculum in Ewing schools
relates to achieving racial balance with a minimum of disruption
to the student body and the community, and to resolving current
racial tensions in the educational community. The subcommittee
reviewed the present curriculum, identified possible problem areas
and drafted recommendations to be submitted to the full Citizens'
Advisory Committee. The recommendationSJ were:

1. It is recommended that the report of the 1967-1968
Citizens' Committee be more fully implemented with
emphasis on the following areas

a. Explore every avenue to reduce class size and
provide increased facilities in the area of voca-
tional training.

b. Increase the library facilities and staff in the
elementary schools.

c. Expand the guidance coverage at the high school with
emphasis on the needs of the black student and initi-
ate programs to improve communication between the
home and school with respect to guidance.

d. Increase the staff in the elementary areas of art,
music and physical education.

e. Continue to explore the more nontraditional
approaches to education with emphasis on enrichment
experiences for all students.

3
Recommendations were copied from the September 16, 1970

report by the Citizens' Advisory Committee to the Board of Education.

33 2
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f. Roview the recruitment practices to ascertain if the

staff turnover rate can be reduced.

2. It is recommended that steps be taken to develop better
communication between schools with regard to curriculum

and methods of teaching....

3. It is recommended that sufficient staff be provided to
carry on in-depth analyses into curriculum content,
methods of teaching and pilot studies so as to provide a
sound basis for updating of present prograns

4. It is recommended that a prekindergarten program be

seriously considered....

5. It is recommended that bir k studies be expanded to all
grade levels as an int .6i _art of established history
and social studies inograt---, rother than as separate

courses.

Disposition of Recommendations

The three recomnendations that ware identified as most cru-

cial by the Board were: (1) increase library facilities and staff
in the elementary schools; (2) expand black studies to all levels

as a part of established history and social studies programs; and,

(3) to improve high school guidance for black students.

Concurrent with plans for reorganizing (and desegregating)
schools in the district, the Board asked the public to approve a

bond issue for $150,000. Fifty thousand dollars of this amount

was designated for improving existing elementary libraries.

Black studies was incorporated into the regular sociol studies
course material in both elementary and secondary schools ;J.1 1970.

As for adding guidance counselors at the upper level with whom
black students could relate, one black counselor was hired at the

Ewing uigh School.

Other Changes

The Ewing Board of Education advertised as one advantage of

the reorganization:

"A host of new programs can be provided the 6th graders.
For example, they will be exposed to home economics, shops,

science labs, special art, music rooms and regulation gyms
with showers...."

This advantage was realized because of the adoption of the middle
school concept where students in grades six and seven were housed
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together. Sixth graders were then exposed te the kinds of activities
formerly reserved for higher level students, i.e., interest groups
running for three months each in such areas as survival techniques,
newspaper staff, wrestling, cheerleading, golf, model building,
needlepoint, knitting, macrame, shop, photography, drama, health
careers, jewelry, geology, Broadway musicals and chess.

Except for the modifications mentioned above, there were no
other identifiable curricular changes made that were incident to de-
segregation. This was borne out in the question, "Summarize changes
in the school's curriculum that were -nade as a part of the deseg-
regation process," that was asked of each of the seven principals
interviewed, four at the elementary level and one each at the middle,
junior high and senior high schools. Each principal suggested that
no special programs or curriculum changes resulted from the
reorganization or desegregation.

Administration and Faculty Ratios

Table 3 on page' summarizes the racial composition of full-
time staff one year prior to desegregation. Table 5 compares full-
time staff one year prior to reorganization with the current com-
position. The table shows a 7.4% increase in full-time positions
(from 443 to 478 1/2). There was a corresponding increase of 1.7%
in nonwhite staff (from 18 to 28).

The 1.7% nonwhite increase was accounted for by the addition
of three nonwhite vice principals, one each at the middle, junior
high and senior high schools; the addition of one nonwhite counselor
at the senior high school; the addition of three classroom teachers;
and the addition of one teacher aide and two positions in the
janitors, etc. category.

In his August 25, 1970 Progress Report of School Desegregation
Plans to the Director of the New Jersey EEO Office, the Ewing
Superintendent indicated that:

"Complete statistics regarding racial composition of pupils
and staff were submitted to the Office Of Equal Educational
Opportunity in May, 1970. 'Since that report.we haVe
doubled the black composition of our teachinfOstaff from
ten to a total of twentyone. This rePresentir.41.*406xesee
of aver 100%. We now hove at least one blackteicher in
every school...."

As one looks at current figures for ixonwhiteclasSrOom:.teachers
on Table 5, one notes that there are fewer thantwentYlrOn21) full-
time, nOnwhite teichers as the SUperintendent'aUggeSteein'hié re-
port to the EEO Director.: Also, as school visitsweremadeit was
observed.that not every:school:1n the-diStriCthes,antinWhi6eteticher
on ataff. When aakedabont ihe-variationontrent figures sad
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figures that appeared in the previously mentioned report, it was
explain: that it is often difficult to keep good blacks because
they are attracted to and are attractive to graduate study and
jobs with higher positions and better pay.

It was also explained that it is difficult to recruit black
teachers to this surburban township. According to the Superintendent,
during the 1969-70 and the 1970-71 school years the district sent
black and white representatives to a number of colleges throughout
the country, including predominantly black colleges, to recruit
black teachers. The efforts met with minimal success. When dis-
cussing the recruiting efforts with one of the black vice principals
who participated, it was confirmed that he had had negligible
success in interesting prospective black teachers to come to Ewing.

Assignment of Students by
Classes/Subject and Levels

Preparatory to the Ewing Township Reorganization the Ewing
Board explained to the public by way of its official publication,
"The Ewing Township Board of Education News" the following:

'14ariy people who have attended the numerous meetings
on the plan have asked, 'How will this achieve better
racial balance, especially in grades 1*-5?' Well, a
quick glance at our present school district lines
resemble a jigsaw puzzle. It appears to be a classic
example of gerrymandering and reflects the township's
unusual growth pattern. In an attempt to racially
balance our schools according to total minority
representation, we are turning to the computer. This
process will attempt to achieve balance, keeping
children who live within walking distance at that
school, keeping neighborhoods together at one school,
keeping children in one family together in the same
school, and minimizing the amount .of busing....
Parents will be notified of each child's assignment
before the close of school if everything goes
according to plan."

Evidence of the effects of or appearance of gerrymandering was
seen earlier in Table 2 which showed the disproportionate number
of nonwhite students in some elementary schools when:comparing the
number with the percentage of sueh students in thc district. It
showed that only two of the district's seven elementary schools were

. racially balanced.

With the help of the Illinois Institute of. TeChrio logy domputer,-
the Ewing schools were able to effect :a racial, balance:. standard of
no less than 18Z nor 1110r e than 23% nonwhite ..eitollMent
tary school. Table 4 indicates the success.: that .tha,.diattint .

,



anticipat. .a meeting the standard. Once the standard had been

met e: the district's schools it then became a matter of how

each ...
aol would assign students to classes and subjects and how

tesener would group them for instruction. The emphasis shifted

from the central administration to the schools.

In an Attempt to determiae how students are assigned to classes
and levels within subjects, the Desegregation Study Team made
casual observations of several classrooms at each school level,
interviewed students, teachers and counselors, and asked each
principal in the seven schools visited to describe the method used

in his/her school in assigning students. Additionally, the principal

at Ewing High School was requested to provide information on the
racial distribution of students by subjects and levels of difficulty

in academic courses.

At the elementary level, every principal except one indicated

that students were assigned strictly heterogeneously. When
assigning students to classes across the sChool such variables as
race, sex and personality of student and teacher were taken into

account. In the one exception, the principal indicated that she
uses both heterogeneous and homogeneous means of assigning students.

She has set up two combination classes, one with grades 2-3, and

one with grades 4-5. In each combination class are found the
accelerated students at each of the grade levels involved. The

remainda of this school is heterogeneously assigned with "straight"
kindergarten through sixth grades, plus one special education class.

Table 6 shows the racial distribution of classrooms observed by
team members While in Ewing schools. It should be noted that the
"Total No. Students" was obtained by a casual count by the observing

team member. It does not take into account the.number of students

enrolled, the number of students who might have been absent from

school or out of the classroom during the observation. It should
also be noted that classes listed at the elementary level were not
all at the same school and that the same levels were not visited

at each school.

Table 6 indicates that classes visited at the veriouselementary
schools hada nonwhite population ranging from 11% to:27%.Except
for the 2/3 combination class with "accelerated titudintein:One
school and a "regular" second grade in another schoOli theclasses
were within 18% to 23% racial standard set by the

,

The 18% to 23% standard was eMployed dectetsinglY:a9:040AServed
classes above the elementary schoollevel. At'themidd1a:a0h00evel
it was explained that the classes are.heterogeneouelysig0041::but.-
that there is ability grouping in mathentaticS-ilhe.nidd34,*40O1
facilitates the concept of departmentalization. llva,lettermakea,

ability grouping easy to accomplish, buttheschoOlCh000::,to.
homogeneously assign students only in mathematics.

At the junior high school, level,: grade 8, students.are-basinally
. ,

assigned by the principal and counselor. Sixteen--.Students,ln;,grade 8

1, A



TABLE 6

Racial Distribution of Classrooms
Observed in Ewing Township Schools

:rad e Level/Subject

Total No.
Students

No. White
Students

Percent White
Students

No. Black
Students

Parcel

S'Itig

5.53laM.-..
11

Grade 5 (Sec.St.' 20 16 80% 4 ',

°Grade 2 22 16 73% 6 4

Grade 1 19 16 84% 3 7

S pecial Ed 9 7 78% 2 :

Grade 2/3 Combination 18 16 89% 2 7

Grade 3 21 17 81% 4 1

Grade 4

middle School Level

23 19 83% 3 1

Grade 7 (English) 21 16 76% 5 :

Grade 6 (English) 20 14 70% 4 .20%0

:vnior High Level

Social Studies - Top 8 29 29 93% 2

English - Slow 8 26 23 88% 3 7

English - Average 9 17 . 14 82% 3 7

Algebra I - 9 17 11 65% 6 :

M.eh School Level

History - Below Average 17 13 76% 4

Adjusted History (Slaw) 8 5 63% 3

Algebra II - Seniors 18 18 100% 0

General Science 19 12 63% 7 :

Chemistry 18 16 89% 2 3

Biology 28 25 89% 3 1

Mathematics - Pilot
Algebra 6 Geometry 13 7 34% 6 4

English - Average 12 24 19 79% 5: 1

English - Top 12 20 20 100% 00
Cym - Female 18 14 78% 4 1

Modern Dance - Female 37 33 89% 4 3

Volley Ball - Male 14 10 71% 4 1

Volley Ball - Male 11 11 100% 0
Health 25 25 100% 0
Metal Shop 8 8 100% 0
Wood Shop 16 14 88% 2 3



(15 white and I black) were asked on a student interview to respond
to, among other things, "How was the program you are now enrolled

in selected?" Possible choices were:

a. my awn choice
b. advised by my counselor
c. suggested by parents
d. assigned to me

Thirteen (13) students answered. Eleven (11) or 85% selected answer
"d," indicating that their programs were assigned. Two (2) or 15%
answered that their programs were suggested by their parents.

In still another attempt to get students' Perceptions of the way
they are assigned to classes, group sessions were held with ten (10)
white students and ten (10) black students. These students were asked
how they get their class schedule. Their consensus answer to the

query was:

"They place us at whatever level they think we are
at when we leave elementary school."

The black students added the comment:

"In most cases they feel we are below grade level."

When asked, "Do you have anything to say about what courses you
would like to take?" the consensus answer was:

"It's up to you to go to your guidance counselor
to change any of your subjects."

Prior to a student entering the 9th grade, the Guidance Depart-

ment at Fisher Junior High School requests that each eighth-grade
teacher of mathematics, science, social studies.and English assign
his/her students a number Which represents the class level in which
he/she feels the students should be placed. The procedure is more

adequately described in the March 7, 1972 memorandum from the Fisher
Junior High School Guidance Department that has been attached.

Students are given an opportunity to select courses (see the
Ninth Grade Subjects Elections form that is attaChed). .When there

appear to be discrepancies between a teacher's perception of a
student's ability to handle a course selected and the student's de-

sire to enroll, the matter is resolved with the help of the guidance

counselor.

A sample of fifteen (15) students in srade 9, (11 whitee and 4

blacks), was asked to also respond to the same question asked of 8th

graders, namely, "Haw was the program you are enrolled in selected?"

Unlike the 8th graders Where 85% concluded that their programs were

assigned, 80% of the 9th graders snswering (9 white and 3 black)
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FISHER JUNIOR HIGH SCHOOL

Mirth 7, 1972

To: All tith Grade Math, Science, Social Studies and English Teachers

From: Guidance Department

Re: Studelt Placement for School Year 1972-73

Please list alphabetically the students in each of your Bth grade
classes, /ccording to the instructions for each department, please assign
each student the number which represents the class level in which you feel
he should be pla pear.

Matk 1 -- Recommended for Algebra
2 -- Recommended for Algebra I - Part I
3 -- Recommended for General Mach

Science 1 -- Superior
and 2 -- Above Average

Social Studies 3 -- Average
4 -- Below Average
5 Very Slow

(Social Studies - Any student rated 4 or 5 will be
considered not recommended for
Non-Western Cultures or Problems
of Modern Man)

English 1 -- Above Average
2 -- Average
3 -- Below Average
4 Practical English

Please fill out the attaChed sheet in pencil and return to Hrs. Bozarth
by Misch 13 (Monday).

{MOOD.

Igg



3oy Girl linmeroom

(circle)
WINN GRADE SL13JECT ELECTIONS

Place a check next to the course you plan to take tiext year. You must

take English and Physical Education. In sddition, yog may choose three or

four other mejore. You may also choose 3 minor if you desire. (Majors meet

five times a week, minors meet twice.) All students must carry at least

twenty-three credits.
Students choosing general science chio.sa two of three half year electives.

Please underline the two electives you cha6se.

Course Title Credits

*English I 5
Practical English
*General Science

Chemistry
Geology
HUman Physiology

*Problems of Modern Man 5
*Ancient World Cultures 5
*Problems of Modern Man/
Ancient Wld Cultures 5

Contemporary Affairs 5

*Algebra I:Part I 5

*Al gebrb 'I 5

*Cowaitche.- 5

Ecierai Mith
*14min..sh I

*Spanisti II

*Collo

5
5

1,241

5
5

r 'oda

1/k. Course Title Credits
Periods
Per Wk.5. *French 1 5 5

5 *French II
Nemimmli

5 *Latin I 5 5

Business Training 5 5
Business Math 5 5
Parsons! Use Typing 5 5

MINNOW&
5 Mechanical Drawing

5
5

5 Industrial Arts Major 5 5
Home Ec Major 5 5

OalloallO
5 Art Major 5 5

5 Music Major 5 5
twasom

5 IndUstrisl Arts Minor 2 2

5 Home Ec Minor 2 2.
5 Art Minor 2 2

5 Music Minor
.

2 2

5 K3Ms Ec(Boys) Minor- 2 2

5 Ind.Arts(Girls)Minor 2 2

le ureoit auojecss verioe Room -

English Ill
1 it li R. r

,

i

Physical Education 1 1

Lunch
1

Study
1

Study
1.

Study
1

I.
. . .

Band 1 IS ..

Orchestra 1
4

tiZIOLSAC.
1

Choir
1

5
f :

1 1

Choir 1 1 1 1 1 l

341
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indicated that they chose their own. One student (7%) answered
the program was selected with the advice of the counselor, and two
students (1 white and 1 black), or 13%, said their programs were
suggested by their parents.

During the interview with the principal and vice principals at
Ewing High School it was reported that the practice followed re-
garding placement in courses is that of self-selection. It was
explained that guidance counselors are at the disposal of students
who need assistance in selecting courses.

Inasmuch as the guidance counselor was identified as one having
a role to play in assignments to courses at the wishes of the
students; each of the three counselors in the high school, one black
and two white, was asked to respond to the question, "How are
student programs of study determined (abilit%.interests, etc.)?"
Responses to the question were:

1. "Teachers decide What level classes students will
have. Assignments to classes are generally based
on teacher recommendations."

2. "Students choose their own classes based on their
goals."

3. "Students are assigned to one of five groups -
Superior, Above Average, Average, Below Average,
Garbage."

There was less than total agreement on whether subjects/classes
are really assigned or whether they are selected by the student.
As was done with 8th and 9th graders, the matter of program deter-
mination was taken to the students for their reaction. Forty-seven
(47) 10th grade students in two study halls were asked to respond
to the question, "How was the program you are enrolled in selected?"
The same question was asked of thirty (30) llth graders and forty-
eight (48) students in grade 12. Their repons;:s by grade and race

were as follows:

Choice Grade 10 Grade 11 Grade. 12

(N=47: 35W-12B) (N=.30: 20W-10B) (N=148: 37W-11B)

No. % No.2 No. % No. % No. 3: No. %

a. my awn choice 21-45% 9-19% 11-37% 9-30% 30-63% 8-172

b. advised to by
my counselor 11-23% 3-6% 4-13% 0-0%

c. suggested by
my parents 3-6% 0-0% 1-3%

d. assigned to me 0-0% 0-0% 0-0%

e. other 0-0% ,0i-0% 0-0%

';7-1



The larger percentage of students in each grade in the high school
expressed on the student interview form that their programs are
self-selected. In every case the majority of students who indicated
that they did not choose their own program suggested that the pro-
grams were set with the advice of the counselor.

Grouping Patterns Within and
Across Classes

The previous section and this one are so closely related that
one could have logically considered the two together to reduce
the overlap. However, it was felt to be legitimate to discuss
grouping patterns separately because in varying situations class-
room assignments across schools can differ markedly from grouping
patterns used by individual teachers.

As was mentioned in the preceding section the principals in
each of the schools visited wenerequested to provide information on
their methods of assigning students across grades/classes in
their schools. At the elementary school level the practice was to
heterogeneously group students, taking into account race, sex and
personality of students and teachers. The one exception found was
at Lanning Elementary School which used both heterogeneous grouping,
and homogeneous grouping, the latter in the form of a Grade 2-3 and
Grade 4-5 covhination class into which "advanced" students at these
levels were placed.

Table 2 shows that in 1970, the year prior to Reorganization,
Lanning school had the highest nonwhite population of any school
in the district, 44%. When the boundaries were redrawn it picked
up White students from a residential area where the mean incame
level of students' parents is estimated now to be $15,000 - $24,000,
the mean housing value $40,000 - $45,000, the education level of the
head of the household equals two years of college plus, and the
occupations represmated were professionals, salaried managerials and
government workers. According to two of the white parents whose
Children went to Leaning school under the Reorganization Plan the
combination classes made the transfer more palatable because it was
felt that such class arrangements would not stifle thex children's
learning, or interfere with the kinds of experiences children were
having at their former school.

. After classes were assigned by the principal, the trend at the
elementary level was toward teachers' grouping for skills. In
nearly every case, except in Special Education where a great deal
of individualized instruction was the mode, students were regrouped
for mathematics and reading, sometimes spelling. The tendency, as
mentioned by principals and teachers who were interviewed, was
toward white students occupying the top levels in clami and blacks
filling the average and below average levels.



The middle school assigns students heterogeneously generally.
However, ability grouping is used in mathematics throughout the

school. Few other data were otherwise collected to substantiate
the way students are placed at the middle school level.

At the junior high school where departmentalization takes on

more prominence, the principal and counselor almost exclusively

assigned 8th grade students to classes. Though the principal and
counselor played a major role in the placement of 9th grade
students in classes, students at this level were given more choice

in selecting the kind of courses and course emphasis they wanted.

Homogeneous grouping, a la labels such as "Superior," "Above
Average," "Average," qielow Average," "Slow, and others, was the

general practice. Through limited observation and conversation
at the 8th and 9th grade levels it was noted that there is a
seemingly disproportionate number of nonwhite students in the
"Below Average" and "Slow" classes.

At the senior high school there is a dichotomy according to
students' abilities in the academic areas. Student selection of

courses is governed in large measure by their probability of

success as measured by their performance in previous teachers'

-lasses. Table 7 shows the racial distribution of students in
Ewing High School in English and Social Studies classes. In

English 12, Superior, White students make up 92% of the class,
nonwhite only 8%. The same is true in Above Average classes in
English 12 (86% white - 14% nonwhite), American Studies 12 (91%

White - 9% nonWhite), U. S. History I, 11 (87% white - 13% non-
white), and Social Psychology 11 and 12 (92% whIte - 8% nonWhite).
The converse is true at the other end of the scale. Nonwhites,

in this case all blacks, make up 37% of the slaw Average class of

English 10, and 40% of the Adjusted class in American Studies 12.

Again in Table 8 it is noted that white students occupy a-
disproportionate percentage of spots in the advanced courses in
Science and Mathematics at Ewing High School. In Physics 12,

;2hiperior, 94% of thestudents are white, in the Physics 12,
Harvard Project, 91% are white. Similar percentages for whites

are found in Biology 10, Above Average, 90%; Chemistry 11, Above
Average, 94%; Algebra II, 11, Above Average, 94%; and Sr. Academic

Mathematics, Superior, 94%. There is a higher concentration of
blaek students in the Average category, for example, Algebra I, 10,

64%; Biology 10, 45%.

When guidance counselors at the high school were asked to
account for the reason(s) disproportionate numbers of blacks
students were found in the more advanced courses they responded:

1. "Teachers recommend students to these courses. The onl;

way blacks get into top classes is to be arbitrarily
assigned by the counselor for racial representation.
Sometimes this backfires..

2. "Students are grouped byability by their teachers."

II-317'
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3. "Distributive Education or work study courses such as
Home Economics and Business are elected more by blacks
than are these kinds of courses."

The previou ly mentioned racial distribution tables were rep-
licated for laLuaages and Business at Ewing High School. Table 9
shows that the disparity between whites and blacks in the Superior
classes remains. In Spanish IV, 12, the white-black ratio is
864 - 14%, in Latin III & IV, 11 and 12, the ratio is 90% - 10%.
The trend then begins to change with more blacks being found in
the Above Average and Average to Above categories, for example
Shorthand II, 11, Above Average, 75% white - 25% blacks,Secretarial
and Clerical Office Practice 12, Above Average (78% white - 22%
black). Blacks continue to be disproportionately represented in
the Average category.

Extracurricular Activities

At the junior high and senior high school levels the Deseg-
regation Study Team focused on the participatory patterns of
students in the extracurricular activities of the school. As a
prelude to the focus each principal was asked if any extra-
curricular activities were curtailed or stopped completely as a

result of the desegregation plan. The answer was "No." At the
high school level the plan was seen as a reorganization plan which
affected the elementary and junior high levels, not the former.
The junior high's extracurricular program was only affected to the
extent that it had to expand to accommodate students from a previous
junior high Which was being iscontinued. The discontinuation was
all a part of the district's moving toward a "central school" con-
cept which resulted in all students of junior high age being housed
at one site.

In order to get a reading on the nuMher and kinds of extra-
curricular activities that were found in each of the sthools at the
upper levels, the principals of the jUnior high and senior high
schools were requested to complete two. forms - one entitled "School
_Athletic Teams" on which they.were to reiord the major athletic teams
the school sponsors, with the race of the teams' student leaders
specified; and the other entitled "Schools, Clubs and Other Extra-
curricular Activities (exclusive of Varsity Athletics)," on Which.
major clubs and organizations, and the racial makeup of their
student participants, were highlighted.

School Athletics - Fisher Junior High School

Table 10 Sheisis the-participatory.patterns of students livachool
athletics at Fisher Junior High School. It shows that there is black
participation in each, though minimal in several, exceOtJross
Courtry where there is no participation. Black sOdent**re'ettracted
to the more "conventional" sports and are highly.repreieatedAn'them,
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for example, Football, 59% white - 41% black; Boys Basketball, 50%
white - 50% black; and Girls Basketball, 57% white - 43% black.
There is modest participation of blacks in Track and less interest
in other events as evidenced by the lack of participation. The
leadership pattern is interesting. The Football team with 41%
black participation has a black captain. However, the 8th Grade
Soccer team with 9% black and the Track Team with 13% black both
have black captains. The converse is true in Boys and Girls
Basketball where there is a large percentage of black participa-
tion. The student leadership is white.

One of the questions asked of teachers at the junior high
level was, "What does the school do to encourage black students
to participate in school activities?" Teachers (three of them)
answered that they knew Uf nothing special that was being done.

School Athletics - Ewing High School

Ewing High School sponsors twelve athletic teams, or squads.
Table 11 shows the amount of total team participation and a racial
breakdown per team, with race of each team's leadership identified.
As was true at the junior level, black student participation was
concentrated primarily in the "conventional" or "more traditional"
sports, such as Boys Basketball (38%), Girls Basketball (44%),
Cheerleaders (32%), and Softball (50%). One team that is not
otherwise considered "traditional" had a high percentage of black
participation, namely, Wrestling (35%). Football with 20% black
participation, Baseball (18%) and Track with 19% are traditional
sports that have student populations that are reflective of the
schools' nonwhite population. There has been little interest
shown by blacksfor Soccer and Hockey and none shown in Cross-
Country and Bawling.

School ClUbs and Organizations
(Exclusive of Varsity Athletic Teams)

As with school athletic teams there was neither a curtailment
nor a proliferation of school clubs and organizations incident to
the desegregation plan at the junior high and senior high levels.
The earlier conteXt of this report conveyed the presence of inter-
est groups at the middle school. These might appropriately be
referred to as school clubs so should be dealt with herein.

School Clubs and Organizations - Antheil Middle School

The writer had an opportunity to attend a public meeting of
the Ewing Board of Education during which time a teacher and
student from Antheil Middle School explained the Interest Group
program. During each of the three lunch periods daily the students
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at Antheil have the option of participating in one of twenty-five
(25) clubs that are offered per day. Students may participate in
a maximum of four clubs per year as each is run for approximately
two months. The offering includes a Cooking Club, Cartoon Club,
Jewelry Making Club, Model Building Club, Sports Club and others.
The Study Team did not observe these clubs in action but was told
that there is "good" participation on the part of all students in
the school, black and white alike. The purpose of this activity
is to help students develop interests in and try activities they
might otherwise have little contact with.

School Clubs and Organizations - Fisher Junior High School

Table 12 lists the major clubs and organizations at Fisher
Junior High School. It shows that there are two organizations in
which black students hold a majority, namely the Spanish Club,
60%, and the Canteen Council with 80% On the other hand, there
are three organizations in which there are all white students,
for example the Booster Club, Science Club and Newspaper Club.
Except for Girls Gymnastics (93% white), there is participation
of black and white students in other activities.

School Clubs and Organizations - Ewing High School

The major clubs and organizations, their membership in terms
of numbers and their racial makeup, are shown in Table 13. It
shows that.only one organization in the school has representation
from one race, that organization being Highlights (the school
newspaper) that has 100% white meMbership. This is not to imply
that there is equal representation on others. The 3rd World Club
is 94% black while the following are overwhelmingly white: Interna-
tional Relations (90%), Frescoes (literary magazine) 95%, Yearbook
(94%) and the Guidance Club (94%). The Student Council, Varsity E
Club and Health Careers Club have a substantial black participatory
rate with 33%, 35% and 33% respectively. It is interesting to note
that each of these clUbs has black students to leadership positions,
for example the President and Vice President of the Student Council
are black; the Vice President of the Varsity Club is black; and,
the Secretary of the Health Careers Club is black. The meMbership
in the Library Council, Gymnastics Club,and, to a lesser degree,
the Drama ClUb more nearly reflects the black/white population
ratio that exists at the school with 20%, 19% and 14% respectively.

Social and Friendship Patterns of
Faculty, Staff and Students

During each interview with principals and teachers the inter-
viewer was asked to share his/her perceptions of the social pat-
terns, if any, that have or are emerging as a result of the racial

/1-325
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balancing in each school. Parents who were interviewed were also

asked to comment.

Student Interaction

The Interview Team was particularly interested in determining
the interactilnal patt c. s in the elementary schools that had
minimal or no nonwhite students before the Reorganization Plan.
When the principals at the two elementary schools that fit into
this category were asked "To what extent do students group them-
selves in the following: 1) Before/after school, 2) Lunchrooms,
3) Assemblies, 4) Classrooms, and 5) School events?" they
responded:

"The students are relating more and more since the
first year."

and

"I am noticing a nudber of students walking before and
after school together. All black students are bussed
in so if they are to miss that bus because they are
going home with a classmate, the parent must send a
note. More and more of this is happening. I've
noticed that students don't hesitate to touch, hold
hands, eMbrace. The first year was good, the second
year better, but the third year the best."

The principal at the middle school reported that the interac-
tion between black and white students was "good" in lunchrooms
and in such places as hallways, library and the like. As far as
classrooms, asseMblies and similar school events are concerned,
the chances for interaction are decreased because students are
assigned seats. In this case, as in most cases at the elementary
level, the fact that a large percentage of the student body is
bussed in was cited as a natural deterrent to establishment of
friendships that extend beyond the bounds of one's immediate
neighborhood.

The administrative staffs at the junior and senior high
school.reacted difIerently to the question on student interaction.
The tone of their responses was that "students gravitate toward
friends, black:with black and white with white." The consensus of
the staff meMbers was that though exceptions can be found and per-
haps increasingly so, there is not a lot of interaction between
the races at these levels.

A total of 'eighteen teadhers throughout the district was
asked to also respond to the question "To what extent do students
groups themselves...?" One-third of the teachers did not respond
to the item. Others who did answer varied greatly in their answers.
For example, at the elementary there were those who indicated that
there was no interaction before or after scbool because of bussing



and those who indicated that interaction is limited because stu-
dents are assigned seats in classrooms, assemblies,. etc. Others
said that students are allowed to seat themselves by friendship
groups and that this practice is spreading. At the middle school
the prevailing answer regarding before/after school and lunchroom
interaction was, "They are usually in their own little groups with
their friends..." As for assemblies, "(They) mixed, because they
are seated according to the way they are in classes"; classrooms -
"Left up to the teacher (some) to use alphabetical arrangement
because it's convenient"; and, school events - "They mix very well
for after school and school social functions."

Teacher opinions at the junior high and senior high levels
were basically the same is expressed ty their administrators. They
made such statements as:

1. "Black students are clannish and exclude whites
from their groups."

2. "Self-grouping is normal."

3. "Blacks and whites separate by their normal groups."

In a group session with seven parents in the Ewing district,
comprised of two black males, four black females and one white
female, the parents were asked, "How do your dhildren interact
with children of different races? Do they have friends of differ-
ent races outside the school?" The answer that seemed to bring
about consensus was given by one black female:

"Our children have lots of friends. They come here to
to play. Our children are invited to their houses to
play. They go swimming together..."

These parents explained that at the elementary level friendship
patterns are developed, interactions are numerous, but as students
grow older, they get pressured from others in their age and racial
group to identify more closely with "their own" group. These par-
ents also recognized that a similar kind of pressure is exerted by
the home.

IA summary, principal, teachers and parents indicated that
students at the elementary level do interact rather freely.HThe
former reported that more and nore interracial friendship patterns
are emerging as time advances in schools that formerly had:little
or no minority students. Development of social and ftiOdollip
patterns is somewhat deterred by the existence of bUSsing.: Friend-
ship patterns at the junior :high and senior high differinarkedly
from those in earlier grades. The general trend id thattitudents
gravitate toward friends, black with black and White'withwhite."
The parents who were interviewed confirmed the existence a ten-
dencies toward isolation with students at the upper leVelsand
cited as reasons peer pressure and parental Oressure



Staff Interaction

Interviews with principals and teachers revealed that for the
most part relationships that exist between faculty and staff are
limited to in-school hours and activities. No principal indicated
that there existed anything but "good" interaction between teachers
during these hours and activities. As far as after school rela-
tionships, the friendship pattern of teachers tended to resemble
that of students at the upper levels; that is, teachers tend to
gravitate toward friends. Apparently those friends are of like race.

As a corollary to the query on student and teacher interac-
tional tendencies, those teachers and principals who were inter-
viewed were asked to identify any activities or strategies their
school has developed to foster intergroup associations. Of the
eighteen teachers who were asked, seven had no answer; seven
indicated "Nothing" as an answer, and the others answered respec-
tively: "Treat all kids the same"; "Use class assignments and
games"; "Opel:, all organizations to all students"; and, "Not much."

Equality of Student Discipline

Inasmuch as the matter of student treatmew. Jeyond classroom
assignment is a matter of considerable importance and sensitivity
in school districts that have desegregated, the 1.esegregation Study
Team sought impressions ftem principals, counselors, teachers and
students alike on this issue. The purpose of the numerous inquir-
ies was to determine whether or not discipline was dispensed
equally or whether or not some patterns of differentiated disci..
plining covld be detected.

Principals were asked to complete a section on a School
Information form entitled Expulsions, Suspensions and Discipline.
In the section each principal was asked to estimate the nuMber and
percent of expulsions, by racial groups over the last twelve months,
to give the major reasons for expulsions and to identify the pro-
portion of suspensions and other discipline cases that were
attributable to majority and minority group students. At the
elementary and ndddle school levels there were no expulsions or
suspensions reported. The came was true at the Junior and senior
high levels as far as expulsions were concerned. However, the
junior high school reported that an estimated 266 students were
suspended over the last twelve months. Of this nuMber 183 (682)
wexe white and 83 (322) wexe black. The senior high school
estimated that 567 students were suspended over the same period,
406 (72%) white snd 161 (282) black.

Schools in the Ewing district, especially from t middle
school upward, tend to pay special ettenzion to cleaeL7 lefining
their discipline policies. The middle school, junior Agh and
senior high schools had printed,Discipline Guides that ..re given to
each student enrolled. AttemOis are made to explain the guidelines
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to students in homerooms and assemblies. There is consistency in
the types of actions taken across schools because the guidelines
used by each school and penalties assessed per offense are known
to the Board of Education which has a policy of its own that sets
up the major categories.

Teachers on Disciplj

Teachers were asked to comment on whether or not they think
black students offer more discipline problems than white. Of the
eighteen who were queried six (6) had no answer, ten (10) said
"No" and two (2), one white and one black, indicated yes. The
black teacher who suggested that bla-:k students offer more of a
discipline problem explained that these students are "very asser-
tive and noisy...school does not view it as a problem, they cut
lines, use abusive language...school won't deal with it." The
white teacher offered no explanation.

The teachers were also asked if black students are treated
preferentially, more severely or in any way differently from
whites as far as discipline is concerned. Again seven (7) had no
response, ten (10) indicated no and the one black teacher suggested
yes, giving as the reason the same statement as above.

Counselors on Discipline

Two of the three counselors interviewed expressed that black
students present no more discipline problems than whites. One
white counselor suggested that blacks are more of a problem at the
senior high level. The reasons given were "teachers tolerate less
from them...teachers don't like or understand their dialect."
Neither of the three counselors suggested that there is preferen-
tial or different treatment given to blacks.

Students on Discipline

Questions that pertain to disciplinary procedures were
addressed to three groups of students at the senior high school.
Most of the students interviewed expressed fhat discipline is
administered equally to all students, as is reflected in dialogue
with each group that follows. However, there were opposing points
of'view. They, too, are recorded.

Group A - Ten Black Students at Ewing High

Interviewer - How do you feel.about the disciplinary
procedures here, are you treated in the
same manner as the white students?



Student - I think it is equal (answer given by
individual but agreed to by others).

GroupB - Ten White Students at Eving High (High Achievers)

Interviewer - What is the thing you least like about
the school?

Student - It's a personality thing, with the teachers
and some of the kids that seem to get away
with things that others get punished for.

Interviewer - Is it the blacks or the whites that get
away with it?

Student - No, I think it is a matter of academics.

Interviewer

Student

- Do you think the teacher is avoiding con-
frontation with the nonacademic types?

- Yes, because I think some of the teachers
are afraid of some of the students (the
student later identified nonacademic types
as blacks).

Group C - Ten White Students at Ewing High (Low Achievers)

Interviewer

Student

Interviewer

Student

Interviewer

Student

- What about the rules of the school?

- There aren't any, nobody follows them.

- Is there anyone to enforce them?

- No. Sometimes the principal tries but he
is like a little kid.

- Are there more black kids that have rules
enforced than white kide?

- They are treated exactly the same.

Special Funded Programs

Special funds were secured by the Ewing Board for two aspects
of the desegregation plan. First of all, the Board sought and
received a total of $8,000 under Title IV from the Office of. Equal
Educational Opportunity inWashington to defray expenses incUrred
while computerizing the district. Ewing was the first district in
the state to attempt to use the computer to help bring about racial
balance. J



The second instance of special funding came by way of a
$100,000 grant, also under Title IV, that was used primarily for an
inservice training program for teachers. The program provided money
for teachers to attend workshops and conferences for self-improve-
ment during the summer and regular school year. Workshops dealt
with such topics as integrating New Jersey and black history, locat-
ing media resources for Afro-American studies, developing a reading
curriculum for ungraded schools and other topics that were more
directly oriented toward human relations.

One extension of the in-service training program was a "home
visitation" program which saw teachers and school nurses go out in
pairs to homes of prospective kindergartners.

SG()
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CHAPTER V

PERCEPTIONS, ATTITUDES AND CHARACTERISTICS
OF PARTICIPANTS TOUARD PLAN,

PROGRAMS AND PRACTICES

The previous chapter dealt with programs and practices
incident to desegregation, primarily as reported by the district
administration with some injection of impressions, opinions and
the like from faculty, staff and same of the schools, and same
infusion of parental opinions. Chapter V is also concerned with
program and practices, but with a greater emphasis on the per-
ceptions, attitudes and characteristics of faculty, staff, and
students, other than principals and other administrators, and on
parents, noting more specifically the amount of knos edge and the
kinds of sensitivities they had toward the Reorganition Plan
and the way it was implemented.

The Plan

Perceptions of New Jersey Office of Equal Educational Opportunity

In November, 1969 the New Jersey EEO notified the Ewing
Board that it had a shortage of black teachers and that a pupil
imbalance existed in some elementary schools. These conditions
were further discussed in December, 1969 in a meeting involving
the Board and EEO. In an attempt to determine how the Board
responded to these charges, a conversation was held with Mrs. Nida
Thomas, the Director of the N. J. EEO Office. During the conver-
sation it was learned that Ewing was one of about eighty-eight
districts in the state that were iMbalanced in one or more ways.
The district, through its Superintendent and Board of Education,
is said to have responded positively to righting the iMbalanced
situation.

ln the "Guidelines for Developing Equal Educational
Opportunity," issued by the New Jersey EEO Office, it was stated:

"Educational considerations are primary in eliminating
school segregation. The elimination of racial iMbalance
is not to be sought as an end in itself... as a first
step the local Board and its administrative staff,
working together, should formulate a policy wbiCh states
explicitly the educational considerations involved in
their commitment to elimination of racially imbalanced
schools."

By late January, 1970 the Ewing Board had submitted to the
Commissioner of Education a,policy statement on integration.



The EEO Office also metioned in the Guidelines things that
segregated schools must do in developing their plans; for example:
"involve community in its developmemt and in plans for its imple-
mentation; identify and consider alternative courses leading to
solutions"; "project the racial composition of each elementary and
secondary school attendance area and the racial composition of its
staff"; "assess and draw on all resources--educational, financial
and community--that can be brought to bear in the solution of the
problem"; "select lucarlon of proposed school building sites and
utilize existing built:Ya;:s so that each school wil/ represent as
nearly as possible a cross-se:tior of the pcpnlation of the entire
district"; "prepare a timetable indicating target dates for the
completion cf each phase, immediate and long range"; and "reassess
plans and projecticns annually." Again, from the conversation
with 2&cs, Thonms it was learred that Ewing was veTy responsive to
thef:, Guidelines, as evidenced by their submission of an accePtable
p4n,

Teachers' Perce tions

Eighteen (13) teachers throughout the schools visited by the
Study Team were interviewei during the time of the Ewing Study,
eight (8) at the elementary level, three (3) at the middle school
level, two (2) at the junior high school level and five (5) at the
senior high school level. In each interview a series of questions
was asked for the purpose of tapping the amount of knowledge each
had about the plan that was developed, The questions and the
responses thereto are listed below:

1. Are you familiar with the Integration Plan?

a. yes

b. no

3

0

c. vaguely 10

Five chose not to answer this question.

2. How did you become familiar with the integregation plan?
What was the extent of articulation by school officials?

No answer given - 4

From the principal - 4

Superintendent's discussion - 2

Read in newspaper or general notice - 1

Member of Citizens Advisory Committee - I

Heard from other teachers - 1
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Not much articulation - 3

No articulation at high school - I

Not employed during time - 1

3. How did school district officials prepare faculty and
staff for integration as outlined by the plan?

No answer - 3

No preparation - 5

Not employed at time - I

Volunteer In-service Workshop
and/or special meeting - 2

Only worked with affected teachers - 1

Not much preparation - 3

Through teacher representatives on
Citizens Advisory Group - 2

High School not affected - 1

4. Haw was the faculty and staff involved in planning for
integration as reflected in the plan?

Teachers had nothing to do with plan - 10

Few teachers were on Citizens Advisory Group - 4

Don't remember - 2

No answer - I

Not employed during time - 1

5. What were the major concerns of faculty and staff aver
the integration plan?

No answer - 2

No major concern - 9

Which teachers would be moved - 1

High school not affected - I

Not employee during time - 1

Faculty not informed early enough - 1

Concern about handling all junior high
students on one campus - 1

Workability of plan, parents' reaction
how to handle students, fear of student
roaction, bussing, dIfference in levels
or ability (respontie from teacher at
formerly all-white elementary school) - 1



6. How did the district respond to those concerns?

No answer - 14

Not employed during time - 1

Teachers affected by move given three k3)
choices of schools - 1

Establishment of Citizens Advisory
Committee - 1

No response - Superintendent was not
in touch with faculty - 1

7. What were the major concerns of parents and the
community over the plan?

No answer - 5

None - 1

Don't know - 5

Spillover from Trenton into Ewing - 1

Bussing - 4

Lack of understandiag of plan - 1

Not employed during time - 1

8. How did district officials respond to those concerns?

No answer - 13

Nothing - 1

Don't know - 1

Principal rode buses one week - 1

Bussed students not usually bussed--
handled each complaint made - 1

Not employed during time - 1

9. What is being done now on an on-going basis to improve
the integration efforts?

No answer - 5

Nothing - 11

Don't know - 1

On-going workshops on Human Relations - 1
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10. What communications or directions have you received
from the central office to guide you in effecting integration?

No answer - 4

None - 12

Don't know - 1

Monthly newsletter - 1

11. What communications or direction have you received
from your principal to guide you in effecting integration?

No answer - 5

None - 11

Don't know - 1

No stress on racial lines - 1

Counselor's Perceptions

Four counselors, three at the senior high level and one at
the junior high level were also asked the eleven questions pre-
viously listed for teachers. For example, two answered that they
were familiar with the district's pIan; two indicated that they
were vaguely aware of it. Most felt removed from the plan because
the high school was not directly affected. Even the junior high
counselor indicated that he learned about the plan by reading the

paper. In terms cf preparation of faculty and staff for the plan,
again the high school was unaffected,but the junior high counselor
recalled a faculty meeting with the principal about ways to
facilitate change. Theve were no major concerns of counselors
expressed about the plan.

Parents' and Community Persons' Perceptions

Individual and group interviews were held with a total
of fourteen parents and community persons for the purpose of
soliciting their opinions, concerns and their knowledge of the
desegregation process. The group interviewed was composed of seven
parents--six black (two males and four females), and one white
female. They were representative of each level of education
provieled by the district, kindergarten through twelve. Below
is listed some of the dialogue that resulted from the session.

Car. you describe what kinds of involvment you had in
t5c zei,,ation plan? How did your local school or how did
the dists:1Lct involve you in the plan? Were you involved at all?



Answer - "I really don't know how to explain it because
'we weren't really in direct contact," seemed
to collectively sum up the groups' answer to
these questions. The group spent a good bit
of time recollecting what actually happened.
They had a vague knowledge of the establishment
of the middle school, how the middle school
affected all elementary schools, that an
advisory committee was established, that the
predominantly black Reed Elementary School,
the predominantly white Fisk Elementary and
the all white Lore Elementary were desegregated
by a computer outfit from Illinois."

2. Wctre you informed about this before it happened?

Answer - "Yes, by going to Board meetings.... We had an
opportunity to refuse the plan."

3. What would have happened if you had refused the plan?
What kinds of provisions were they willing to make?

Answer - Summed up by the statement "I don't know; I
wasn't faced with that."

4. Do you know of many parents who did refuse the plan?

Answer - "Some from BratOon Avenue did refuse. Brandon
was a dividing point between Lanning and Fisher.
The Board gave parents a choice of either of the
schools. The Board worked with the pareats in
this regard."

5. Are you suggesting that the Board of Education, at least
in that regard, was a rather accommodating one?

Answer - "Oh, yes!"

6. What were or are two main issues that still surround the
whole topic of desegregation?

Answer - "The only thing I can think of... in Fisher
Elementary they don't have one black teacher.
That is the only outstanding thing that I see
about the whole thing."

7. Do you think this is a problem in the school district
generally?

Answer - "Yes," unanimously.



8. Has anyone voiced this concern to the administration
in any way?

Not answered.

9. Why do you think this problem of lack of hiring black
staff exists?

Answer - Group wasn't sure. They speculated that young
teachers don't want to be subjected to the
pressures that would be exerted on them in a
situation where they are in the minority. They
mentioned that few black student teachers are
even "allowed" to practice teach in the district.

10. Do sciu think there is a pressure situation for a new
teacher?

Answer - "Yes." The group explained that a more
experienced teacher could cope. They recounted
that one black aide was pressured to discipline
black students who were on the playground area.
Teachers thought this to be her job; she felt
it to be everyone's job. The aide didn't stay
a year.

11. Do you think skeptical feelings about hiring blacks come
down from the top level?

Answer - "I think there has been a great change... since
Dr. Brittain came, positive change. From what
I can gather he is fair.... He was instrumental
in getting as many black teachere at Ewing High
School as they have....There is room for a lot
more. Some improvement should start at the
administrative level because this is an tnflu-
ential position for black students, a position
of power. A lot of times black teachers can't
help a student in a crisis whereas maybe a black
principal, or a black vice principal can lend
him a sympathetic ear... would like to see the
departments in the high school get some black
department heads. I wouldn't want to see anyone
purged just to open up for blacks, but if a
position opens up and one is qualified, I would
like to see him fill it, and hopefully change
some of the attitudes of the teachers. You can
desegregate physically but what about the
attitudes of the teachers..."

Of the other parents interviewed individually, five indicated
that they were not involved but they know of the existence of the
Citizens' Advisory Group, and also of a community club for blacks
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that was involved by way of representation thereon. These parents
suggested that desegregation per se has always existed in the
schools in which their students are enrolled. They had no qualms
about the plan and were not familiar with main issues because they
were relatively unaffected. While three parents did have students
going to what would now be the only junior high school in the
district, the saw no problems with this since room existed for
them and they (the parents) felt that the previous level of learning
would be maintained.

Only three of the parents and/or community persons interviewed
had been directly involved in the development of the plan. Two of
the three parents used their expertise in data processing to monitor
the work of the Illinois Institute of Technology computer firm as it
engaged in the redistricting exercise. The other was involved,
"even prior to the time the plan was asked for," by participating as an
Advisory Committee member. These persons collectively identified as
main issues of problems that emerged during segregation as:
1) bussing "screw-ups" and 2) space needed to achieve the "80% to 20%
standard." The district's response to the issues came by way of
purchasing portable rooms to satisfy space needs and providing extra
bussing forsome children who would ordinarily walk.

How the Plan Is WOrking

Teachers, counselors and parents were asked to share their
opinionson the success the district has had with the plan as
implemented. The question posed to each group uas, "In general,
how successful would you say the integregation efforts have been
in your school?" Responses per group were:

Counselors

1. "Very successful."

2. "Okay."

3. "It's hard to say. We have become more aware of color
than before."

4. "Leadership positions have opened up; there have been
no curriculum changes; attitudes have changed but gut
reactions have. not."

Teachers

Teachers were a bit more unified in their responses' to the
question. Of the eighteen teachers in'terviewed, Six (6).did not
answer the question. The remaining twelve,answered thusly:,



Great 1

Fine 1

Good 2

OK 2

Two other teachers indicated that they don't think of the
plan as one for integregation, rather one of reorganization.

Key Factors in Success of Plan

Those counselors and teachers who indicated that the plan
was working well were asked to list factors that led to success.
Counselors listed such factors as:

1. Preparation by summer workshop; attitude of principal;
attitude of staff; cooperation and hard work of main
office; efforts to recruit black teachers.

2. Good foundation laid; contact and communication with
public good; nobody hassled or inconvenienced.

Only seven teachers chose to respond to this question. They
listed the following as key factors

1. Small school, close faculty, good parental attitudes.

2. Excellent principal, community cooperation.

3. No inconvenience to anyone, bussing already in effect.

4.. Physical layout made implementation easier.

5. School was already integrated.

6. Ewing was desegregated in the right way, credit to the
Superintendent.

Improving the Plan

After having thought through their knowledge of involvement
in and feeling for the plan, teachers and parents were then asked
to recommend any changes they would make if the integration process
were to be done again. Of the eighteen (18) teachers, there were
five (5) who did not respond. Three (3) expressed that nothing
could be done to improve the plan. Others responded thusly:

1. Need good community relations program and discussion;
blacks need more blaCk history materials,



2. Do a better job of educating for desegregation with
everyone, and wider discussion of plan.

3. Need more black teachers; more Superintendent involve-
ment with teachers--communicate from bottom up instead
of reverse.

4. More materials, more planning time; improve parents'
attitudes about bussing; more multilevel and multi-
cultural materials.

5. Establish student faction; listen to students.

When the question was asked in the gtoup interview with
parents they offered two ways of improving the plan:

1. "There is a need for more black administrators, teachers,
counselors and aides..."

2. "Find some way to emphasize a change in attitudes among
jority of teachers..." (rhe parents had reference

to changing the white teachers' attitudes toward blacks.)
Parents expressed that too many white teachers stereotype
blacks as being "deprived." These parents didn't want to
be so categorized.

Social and Friendship Patterns

In the preceding chapter some attention was given to
perceptions A: principals, teachers and parents as they related
to the social and friendship patterns of students as the desegre-
gation plan was implemented. This section presents, in most cases
verbatim responses that were made by students in group interviews
as they were asked a series of questions bearing on the subject of
student interaction. Note that the responses came exclusively from
the junior high and senior high students. No elementary or middle
schoo.. students were interviewed.

Group A - Five 8th and 9th Grade Black Students at Fisher Junior
High School.

Interviewer - Why is it that in the cafeteria the whites and
blacks danY. eat together?

Student - Because they are afraid to sit with each other.

Interviewer - Is there a time when you would like to sit with
someone white?

Student - In some cases, but usually you eat with your
closest friends.

310



Interviewer - Is there any problem with interaction on
various teams?

Student - To some extent.

Interviewer - What about the orchestra?

Student - We are doing better this year than we did
last year.

Interviewer - What could the school do to bring about a
closer relationship between blacks and whites?

Student - Through the teams. They could possibly increase
extracurricular activities and create a human
relations group.

Group B - Five 8th and 9th Grade White Students at Fisher Junior
High School.

Interviewer - How do you feel about black and white inte.:-
action with activities?

Students - (There were no objections or reservations
expressed; however, there was .1c.now1edgement

that they segregate themselves while in various
situations such as at athletic events and at
lunch.)

Interviewer - What about after school?

Student - We each go our own way. They are afraid of
being put down by their friends and vice versa.

Group C - Ten Black 3tudents at Ewing High.

Interviewer - Is there very much interaction with the white
students?

Student - Most of the time we all hang in our awn groups,
The only interaction is between black fellows
and the white girls. But the black fellows
don't approve of the black girls dating white
boys.

Interviewer - Why is it that the white boys don't go with the
black girls?

Student - Because the white boys are afraid of the black
boys.
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Interviewer - What about tht:
about the bir..%

girls?

Student

Interviewer

boys, how do they feel
lows Poing with the white

- It's nothir c'tey can do about it.

- I hear you m.ntion the slang "Toms," what type

of k:d is this? Do you find that they are the
ones t'm. are in _le high achievement classes?

StIdent - Not reelly.

Interviewer - Do come from professional backgrounds?

Student - No, not always.

Interviewer - Is it just an 'n,lividual kind of thing, no real
defin" iract_ristics?

Student - It's at they seem to hang with the whites
and c Ar style.

D Ten White Students at Ewing High (High Achievers)

Interviewer - Is there any interaction between blacks and
whites in your school?

Student - In sports.

Interviewer

Student

interviewer

Student

- On any other social level?

- A few, basically stemming from sports.

- What about girls?

- Yes, in their sports activities they seem to
have more interaction.

Interviewer - Do any of you get together for any other type
of activities?

Student - It's pretty much just in the sports. There is
no tension between the races though. When we
go to the drive-in or other outside activities,
we never think to call on black kids.

Interviewer

Student

- Has any of you tried to cross these lines?

- There are a few people that do, but I don't
think there is any pressure from the white kids
that they know of...
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Group E - Ten White Students at Ewing High (Low Achievers)

Interviewer - What about the black kids in school, do Yo°,,,
11.2t a charze to cross paths in terms of bei."'n

friends?

Student - Yes, we party with them all the time.

Interviewer - ra you see hem outside the school?

Student - Yes.

Interviewer - Have there been any recent incidents of rEiCi4I

tension?

of
Student - No, but lase year we had a walkout because

the play. About four years ago they hat. a qk
riot and won.

Attitude Toward School and Teachers

In the group interview sessions at the junior high aod 0:41tIr

high, students were asked several questions that had bearieg O-sthe
way they perceived various aspects of their scuool's progrom-4Ne
of those perceptions are captured in the dialogue recorded beT.
Group A refers to the 8th and 9th grade students at Fisher Jull,."

High School; Group B--8th and 9th grade white students at
Junior High School; Group C--ten lx.ck students at Ewing High

School; Group D--ten white students at Ewing High School (bigt/

achievers); Group E--ten white students at Ewing High School
(low achievers).

Interviewer - How do you feel about your school?

Group A - I really think it stinks. The teachers are
not interested in the students. They oaly
listen LJ one side of the story... (the grc/t11/

discussed incidents that had taken place 04)
classrooms to verify the stunt's feeling0

iroup B - It's a good school. It needs improvemapt (th

president of the student council stated thilt

they were trying to form a human relations
council to help with racial pr,:blems). The
problems last year over a school play caused
quite a bit of trouble. The group discasse
the fights and the walkouts that occurred.
They stated that most of them had just tone
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along with the crowds. They stated that if

the student leaders, black and white, could

get together, they would solve a lot of the

misconceptions.

GronRC - The gym classes are nice, some of the English

courses and sports are okay. The student

council is very frustrating. (For the most

part they get along with white students, but

sometimes while joking around they get serious

and then there may be problems.)

Group D - It's about average; that is, its academic

standing and the building itself.

Group E - It's all right, it's clean and the teachers are

nice in comparison to Trenton High.

Interviewer - How do you feel about your teachers?

Group A - (Only one of these students had a black teacher,

They expressed that white teachers treat them
differently than they do white students.)

Group B - Some are all right. Some are two-faced.

Group C - We would like to have more black t2achers,
there are too many vhlte :-udents to Lave o lot
of black teachers.

Group D - A teacher is a teacher. (Students in tEis gro..:12

had never encountered a black tegcher,)

Group E - They treat us all the same. (One student in

this group had had a fiist=grade blalf teache
but none in other 13rades.)

Additional perceptions and characi:eristdcs were.gle.arAd fro

responses that 156 students in grades 8-12 m=.11e to questions that

appeared on a Student Interview Form whicil 1,me .4endoml.y administarcd

to individuals in study halls during the tiz tIc ::;tudy la= was

making its on site visit. Stulents were asked, "Do you thin1r, that

most of your teachers are interested in you ard vtii.y want Zo Felp

you Lecomf 'uccessful in .schooI?" Their graCe-by-grade and ral

race responses were as follows;



Grade 8 (N=14)

No.

Yes

Choice

No

%No.

13 W 10 - 71% 3 - 21%

1 B 1 - 7% 0 - 0%

Grade 9 (N=15)

11 W 8 - 532 3 - 20%

4 3 - 20% 1 - 7%

Grade 10 (N=44)

35 W 25 - 57% 10 - 23%

9 B 8 - 18% 1 - 2%

Grade 11 (N=28)

15 W 11 - 39% 4 - 14%

13 B 8 - 29% 5 - 18%

Grade 12 (N=46)

30 W 24 - 52% 6 - 13%

16 B 11 - 24% 5 - 11%

The percentagef7 nsed are based on the total number of all students

responding. Thus, when "Yes" responses for whites and those of
blacks in each grade are combined, the '-rity of students

answered the question in the affirmativ (Fcr example, in grade 8

the total response was 78% "Yes.") If one chose to look at the
percent of "Yes" or "No" responses only in relation to the Yal'abeT!
answering by race, the majority of students by race also express
the opinion that teachers are interested in them, although the
range varies. For example, 13 blacks in grade 11 responded to the

item. Eight (8) or 62% responded affirmatively, 38% negatively.
Compare this to 68% of all students responding "Yes" and 32%
responding "No."
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In order to determine how students feel about their school's
ability to respond to their academic and peraal problems, stu-
dents were asked to respond, on the same interview form, to the
question, "Is there a teacher or staff member you can go to when
you want to talk about some problem (school or personal) that
bothers you?" Their responses to this utstion were as follows:

Grade 8 (N=14)

No. %

Choice

No

%No.

13 W 9 - 64% 4 - 29%

1 B 1 - 7% 0 - 0%

Grade 9 (N=16)

12 W 10 - 63% 2 - 13%

4 B 3 - 19% 1 - 6%

Grade 10 'N=44)

32 W 16 - 36% 16 - 36%

12 B 5 - 11% 7 - 16%

Grade il (11=29)

19 W 14 - 48% 5 - 17%

10 B 6 - 21% 4 - 14%

Grade 12 (N=47)

36 W 19 - 40% 17 - 36%

11 B 4 - 9% 7 - 15%

Responses on this item were more erratic than those on t.,3

previous item. In grades 8 and 9, the majority of students ansvrcq:
in the affirmative re-qrdless of the way percentages Pre calculated.
However, in grade 10 ,uly 47% i students respondpd "Yes," if black-
white rE-Tonses are combined. Looked at in terms of percentages of
"Yes" rnd "No" for white, and likewise for black,whites responded
50% "Yes" and 50% "No." Blacks respondee 42% "Yes" and 58% "No."
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the thrust of the report documents the commitment and widespread eForts

of the district staff and the community to affect chonge thiough processes
that allowed the voices of disparate elements of the community to be heard.

In its essence, desegregation in Goldsboro was characterized by the
strona leadershio of a dedicated Superintendent and Board of Cducation,

by community forums for communication and interaction, and by con-
:7 ;''' cinr! StC,11_!, of kol-ti btac.[' -.nd white stoff trPro.--;els.

11 /c). ":.;7 I5 1 . C:i

heard. Compromises indeed had to be made on both sides, but these were
tempered by the atmosphere of openness and general trust.

One cannot deny that what has been described in this report represents
only a beginning in removing inequities between the races and fostering
mutual understanding and respect. The Goldsboro City system today is
already immersed in issues surrounding a possible merger with the County
system. Its present organization may thus be disrupted again. What has
been captured in this report, however, is timeless, for it describes the
human elements which are common to desegregation, and documents
effective and meaningful mechanisms for implementing desegregation with
overall success. As such, the story of desegregation in Goldsboro, North
Carolina during the years 1965 to 1973 stands as an example of effective
commitment, planning, and cooperation.
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Preface

A team of researchers from Teachers College, Columbia University visited

selected schools in the Minneapolis Public Schools system for the purpose of

studying and documenting key processes within the school district and community

which were associatd with the desegregated system. The study team consisted

oi five members who conducted structured and unstructured interviews with

a sample of Central administrative striff, fz:culty and staff, students,

parents and community leaders, and obsurvod botil formally and informally

in eleven school settings - (5 elementary, 3 juniur high and 3 senior high

schools). Observations in classrooms, study halls, lunchrooms, hallways,
etc. were supplemented by groups as well as individual interviews.

This report makes extensive use of individual quotes as means of pro-

viding a clear picture of the wide range of views held among the school and

community people in Minneapolis. Just as attitudes are said to dictate one's
view of a situation, views expressed can provide insights about one's per-
ceptions and attitudes concerning change -- in this case, changes incident

to desegregation.
A sincere "thank you" is due to the people at all levels of the school

system and community who were most receptive to us and cooperative in our

efforts. A special note of appreciation is extended to Dr. John B. Davis,

then Superintendent of Schools in the area of desegregation, and to Dr.

Robert L. Williams, Associate Superintendent, Office of Intergroup Education,

for coordinating and facilitating our work.

Effie M. Bynum
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CHAPTER I - THE BACKGROUND OF THE CITY AND THE SCHOOLS

Description of the City and Demographic Data

Minneapolis, the "City of Lakes", is the largest city in the
state of Minnesota. Located in the southeastern part of the state,
350 miles northwest of Chicago, it is considered the gateway to the
lake country of the north. The 58 square mile city lies adjacent
to the city of Saint Paul; together.they are known as the "Twin

Cities". This hub of commerce and industry is the 14th largest met-
ropolitan area in the nation and is linked to other major parts of
America and the world by air, railroad and highway transportation.
The Mississippi River carries ships from the Gulf of Mexico to areas
north of Minneapolis.

Minneapolis, the outstanding center of the upper northwest, is
a major producer of electronic and heating equipment, farm machinery,
grain products, railroad and automobile equipment and is also noted
for foundaries, machine shops, wood products, furniture, knitted ma-
erials, food and dairy products, and linseed oil. It is one of the
nation's leading electronics manufacturing centers and is a major
financial center for insurance companies, banks and investment firms.
It is also a convention center, with tourism ranking as a major com-

mercial enterprise. Nine railroads service the city, and North Cen-
tral of Northwest Orient both maintain headquarters in Minneapolis.
Among other corporate headquarters located in Minneapolis are: Cargill,

Inc., General Mills, Pillsbury, Honeywell and Control Data. The

tallest building in the area was built by Investors' Diversified Ser-
vices; it houses their offices and a major hotel and a shopping cen-

ter. Some major investment and banking firms which have their head-

quarters in Minneapolis are First National and Northwestern Bancorp-

orations; Dain, Kalman, and Quail; and Piper, Jaffrey and Hopwood.

The University of Minnesota is located in Minneapolis, as are
several private colleges and seminaries. The Minnesota Symphony, a
major orchestra, the Tyrone Guthrie Theatre, the Walker Art Center
and the Minneapolis : .s*71tute of Art constitute a full-range of cul-

tural opportunities. addition to the number of lakes within the
city limits, there are ramerous parks and Major sports attractions -
the Minnesota North Stars (hockey), the Minnesota Twins (baseball),

and the Minnesota Vikings (football).

The city government is administered by a Mayor and City Council,

and a City Coordinator (manager), with other city boards exercising
authority in specific areas - Board of Estimate and Taxation, with
representatives from all boards, City Planning, Parks and Recreation,

Library and Education. These members and officials are elected to

office on a non-partisan basis. The city attracted antional atten-

tion in 1970, when a former city detective lieutenant was elected

mayor on a law and order platform, succeeding a liberal mayor, Arthur

C. Naftalin, who had labored during the urban crisis cf the mid-1960's.

The Board of Education is composed of seven membrs, who are
elected on an at-large bases for four year terms. It was their task

H-456
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to make plans for the eventual desegregation of the public schools
in the early 1970's. Although there was great opposition from the
citizenry and political officials, a small persistent group of lib-
eral citizens clamored for the integration of the schools. The State
Department of Education and the State Board had the basic direction
of state guidelines whia affected the Twin Cities in a greater man-
ner than other municipalities.

The 1970 Census (see Figure 1.) revualed a decline in the pop-
ulation of Minneapolis from 482,872 to 434,400, a ten percent drop.
There was an increase in Black Americans from 11,785 (2.5 percent
of the total) to 19,005 (4.4 percent of the total) representing a
55 percent increase. The Native American (Indian) population was
estimated at 3,000 in 1960, and increased to 5,829 in 1970. The
White poiulation declined by 13 percent, 61,000 less, in keeping
with national trends. Other races were listed at 2,197, in 1970
for .5 percent of the total.

There were two major concentrations of Blacks and Native Amer-
icans in the city, one each in the north and south. The increases
in the Black population in the northern part of Minneapolis were
from 4,360 to 8,374, and in the south, from 2,930 to 7,105 during
the ten year period. There were increases in the number of Black
residents of the eastern and western parts of the city, as well.
The greatest concentrations of Black residents were in the heart
of the two sections cited. There was a higher proportion of the
city's Blacks living in those census tracts with 5 percent or more
Blacks. However, in 1960 there were 27 tracts with no Black resi-
dents and in 1970 this number had narrowed to 10 tracts with no
Black residents. The Twin Cities suburbs showed a marked increase
in Black residents from 620 to about 2,000, a 222.5 percent increase.

Native Americans are more dispersed throughout the city than
the Black residents. Two tracts have a 10 percent or higher Native
American population. One is in the northern part of the city; the
other is in the southern part. There were about 746 Native Americans
living in South Minneapolis within the "Black" tracts, i.e. a 5
percent or higher Black residency.

Over 90 percent of Black Americans in Minnesota reside in the
Twin Cities metropolitan area. Historically, they came to this area
for jobs as laborers with the railroad, train porters, janitors, bell-
boys, and barbers. Notwithstanding these facts, as early as the
1890's, Black professionals were practicing in Minneapolis. It was
during this era that the first Black physician, William D. Brown,
was licensed to practice medicine in Minnesota. In 1898, John Francis
Wheaton, an attorney and former deputy clerk of the Minneapolis Mun-
icipal Court and Clerk of the Minnesota legislature, was elected to
the State Legislature. In the late 1940's, the thrust for fair em-
ployment in Minneapolis generated an expansion in j3b opportunities
to civil service and industrial jobs. It remained for the most
significant effects to occur during the post-Korean and Viet Nam
War periods, during which time large numbers of Black Americans
moved into industrial and business jobs at the management level.
It is likely that federal contract compliance regulations brought
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FIGURE

MINNEAPOLIS POPULATION
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about the major increases. Immediately preceding e desegregation
of schools issue in Minneapolis, the citizens elected their second
Black American member of the Board of tclucation. The first had served
just before him for bdo consecutive terms, and had participated in
the development of the Human Relations Guidelines of 1967. The
major exceptions to the opportunities for Blacks in Minneapolis were
the police and fire departments and the building and construction
trades. Such conditions challenged the resources of the local Urban
League and National Association for the Advancement of Colored People
branches.

The effects of a "White backlash" characterized the city during
those days immediately preceding the discussions for school desegre-
gation. Conditions 13,-..tween races were strained due to the outright
concessions granted to Black Amoricans in response to the complaints
which were vigorously stated during the late 1960's, creating a vola-
tile environment for the adjustments to be made throughout the com-
munity.

Description of the School District Before Desegregation

In an effort to improve the total educational program, the Min-
neapolis Board of Education on December 12, 1967, adopted its first
"Human Relations Guidelines". The following areas were identified
as needing special attention:

1. Racial balance and pupil placement

2. Personnel practices

3. Curriculum

4. Staff development

5. Compensatory education.

A Department of Urban Af-irs was established with a full-time staff
of two Black administrators. This group was to coordinate the pro-
grams in this new thrust. Under pressure from Black parents, an
urban transfer program allowing voluntary transfers for racial balance
was inaugurated. F hty students were transferred to other schools
in the year, 1967.

The recruitment of Black teachers was increased, with visits
made to major Black colleges for candidates. A Human Relations
Center was established to provide staff and materials for leadership
in multi-ethnic relations and instruction, curriculum, and in-service
training in cooperation with the Department of Urban Affairs. Re-
lease time was given staff for the special activities in workshop
and seminar settings emphasizing human relations and cultural dif-
ferences; administrators were included in these programs. In each
school, there were human relations committees organized.
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At that tine, 3.5 percent of the Minneapolis teaching staff was

categorized as non-white, with 5 non-whites added to the administra-

tive staffs.

In 1970, the Minnesota Board of Education, after hearings in
the Fall, 196P, issued guidelines (under EDU 521-30, a policy for
the establishment of equal educational opportunity) setting a 30
percent minority limit for student enrollments in any public school.
Following the sight count (see Table 1), the Minneapolis school ad-
ministrators reported that 21 schools were racially imbalnnced, i.e.,
schools having a minority enrollment greater than 26 percent or twice
the percentage, 13, of minority group children ir the.district. The

-percentages of minority enrollments were 10.7 in 1968, 12 in 1969;
with total enrollments of 70,006 in 1968, 68,278 in 19690 66,934

in 1970. The increase in minority enrollments is noted in the follow-
ing: 7,516-1968, 8,166-1969, 8,727-1970. There was a loss of 1,805
white students; and an increase of 561 minority students. All of the
racially Jmbalanced schools were in the neighborhoods noted earlier
in North and South Minneapolis which were 5 percent to 50 percent

black occupied. There were special schools for pregnant girls and
youth in remedial programs whica were includn in the list of 21 schools.
In five of the schools, the minority enrollment increased-two junior
high schools and three elementary schools.

The summary oi* personnel given in the 1970 sight couat (Table 2)
revealed a total of 6,437 employed; of these 3,803 were certified

or professional staff. There were 5 (5 percent) minority principals
out of 99, 10 (16 percent) minority assistant principals out of
62,170 (5.7 percent) minority teacherR out of 2,961 and 44 (6.5 per-
cent) minority staff out of 681 in the other certified category. In

the non-certified category, there were 252 (9.57 percent) out of

2,634.

The 1971 sight count indicates a decrease in total enrollment,
from 66,934 to 65,201 and an increase in minority enrollment, 13.1
persons to 14.5 percent. At the same time, personnel statistics
(Table 3) were 3,923 certified 266 minority (6.78 percent), 2,859
teachers-183 minority (6.4 percent); 56 assistant principals-9
minority (16 percent) and 97 principals-6 minority (6.19 percent).

The Urban Transfer Program, implemented initially in 1967 as an

attempt at voluntary.desegregation, the adoption of the 1970 Human
Relations Guidelines, the pairing of Hale(White)/Fiels(Black) ele-

mentary schools in 1971, and the affirmative recruitment program for
minority teachers and staff were all suggestive of efforts of the Min-
neapolis school district to eliminate racial segregation. The dis-
trict staff had also been involved in a needs assessment during 1969-70.

Howel :, the report of the State Commissioner of Education citing 17
Minneapolis achools in violation of state guidelines setting maximum
enrollment of minority students at 30% was perhaps the first spark

which led to actual desegregation plans. The school administration
developed th-,:ee sets of plans which called for pairing of schools and



busing following the state's request for proposals. [The district's
plans were presented to the Board at a private advance briefing in
Octol)er 1971 and at a public meeting of the Board of Education the
following day, but no decision was reached at that time.]

In 1970, the "Human Relations Guidelines" established by the
Poard of Education called for continuation oE the Department of
Intergr:Nlp Educatior.1 ns the rlent rnsponsible for coordination of
activities in the Guidelines. Ihis departmunt began in 1967 as a
subdivision of the Department of Urban Affairs staffed by a director,
assistant director and secretary. After receiving his doctorate from
the University of Minnesota in 1969, the director was appointed
Assistant Superintendent, the first of his race to rise to such
heights in Minneapolis. His primary responsibility was administration
of the Human Relations Program through the newly created Department
of Intergroup Education.

Meanwhile, the Task Force on Minority Cultures was organized to
provide support services in curriculum and instruction and human rela-
tions to individual teachers and school staffs. There were ten teachers
on special assignment and a project administrator who served the above
personnel with an emphasis on the values from various ethnic cultures,
but mainly, Native American and Black American heritages; principals
or teachers could request their 3ervices. By this time, the Human
Relations Center was disbanded.

The following outline indicates the scope of the Department of
Intergroup Education, which served the inherent needs of the Minneapolis
school personnel, particularly after the adoption of a set of Human
Relations Guidelines for the 1970's. (AopendixA)

489

11-461



1. To proiide 12:,dcrhip nnl vidInce in effectvriting a sound hu,Ilan relatiens
climate in Ainneap.:1is S7hool.J.

2. To focilitat," the effortn of ;.chool-cr!rmurity indiviamals :v7d groups to-
wIrd meetinc thr. objectives sl:c..%ed iv the Nvnv.v Relations Cuiaclines.

FvVGTTC;S !VD 14:!:2,17.11LITnil: CY VITn:

1. Direct the 11,.:1oput and revision
of the Human 1-!elations Guidelines,

2. Direct the activities rf the Tack
Force on Minority Cultures,

3. Administer the Urban Transfer Policy,

4. Keep abret or TO:ion-wide pro,srer.is
nn
and convey to ruperintenacat and
cabinet.

5. Fake recyc%r,cn,Jutions to th2 eaperintend..:ut

and cabiatzt prr.;;caus rerrrdixr: dca2g-

regation-intev?tion and HmTan Reletioas.

6. Develop:neat and disseminztion of city-
wide guidelines fur obscrrinz,..Dr. Nartin
Luther King, Jr. Day and Black History
Week.

7. Coordinrate di::;nc..ition of probleos in-

volving Intergrolp conflict in city
schools..

8. Advise s!:nrinterdent's Cabinet and
other staff on relPase eEd dissemination
of intergroup infor;:ation to the public.

9. Identify end cory corusnnit con.:..erns

to cabinet, stfr i1 fa,:!.11ty.

490
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;

Superintendent's Cabinet.

Associae Suporintondentr cor
Elementary and :zecondry
the uoject director of th,7:
Task Force en Ninority Cultnres.

Assiz.tont Director of Inter-
croup rducation, Stspervisor of
Trz.ns.i.ortation and secondary

prinoials.

Cabinet.

Suprintendent n.1 cabirv.t.

Principals, superintendents,
conrjult-ants, apd the Projcot
Director of the Tls% Force on
Minority Cultures.

Approrrinte suyerintendents,
principals, faculty, mils,
parents and the Innistant Director
of Intergroup 17.uoation.

Superioterdent's C;:binot,-direntor
of Inf.orration 2nrvices, Director
of :.:cicol-Ccvaity Relatieu7.,
Pyranid direct:ors and principals.

Cabinet, staff and faculty.



FCC:T7):7T, r7".(37IIITLITT173:- woo

10. 1.!..'.nt5:17y cr.d Lonvcy ;v1..!;.6:.tr;ltion's

con -;ni: to ty c,:

11. ronit.Ir all przl:rr.111 opionti relative
to descrTettion-integrntion and
human relatils.

12. VAke reco,-.Tendationv. for continuatinn.
modific,..tionc, or ;:dr.:1-.tien f progmlis
rel:Itive to intogra!lion ws.:1 hmrt
relations.

13. Provide direction in thc planning,
devt-lornent cepletion of new con-
struction as rolated to i)itegration.

14. Initiate and coordinate through the
superintond,:nt ;Al infon:ation regording
desegroGnAien-intep;ration for con.eey-
I.:nee to tnc boarC ol

15. Provide direction to coucultcts and
faculty on intergro,op m;Aterials and
methods.

16. Provide leadership o.nd teOwical
assistance thrciTh the director of
staff dcrelop:r.ent for prrVicc and
in-service tridnins of certificated
and non-certificated personnel.

17. Maintain round human relations, inter-
district, particularly, cloae cmmuni-
cations with central office personnel.

18. Report regularly to the supc,rintondent
on all matter..., relating to Interzroup
Education.

19. To aLt for the supel.intendent when so
requested.

20. R,Tre:ient Putlie Scl-lolr on
i:nd Cc nt 1ic1, taLa

and .national 1ev;.1s.
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CO3D1i7ATF,e a n;4..
Faculty vm$ iTcy c:sr,nnity pr:rsons,
sc-2nc!.::; riti crcs.

C:Thir.t., staff, project aeminis-
tors, and princip16.

Cabin-zt.

Cahipot vnA the a'rector of
con:Aructioq.

.,perintendent zind Dr. Kent.

Con.sultnnts and fnculty.

Director of Staff Develop-lent: end
Pyramid directors, nnd the Asnistm
Director of InterGroup Education.

Assistant to Supt.rintcndent for
Urban Affairs, Director ef Vo1unteel
Services, Assistaut Superint!::Int
for Federal Projects, Research and:
Developmmt.

Everyone.

Superintendent.
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In the 1970 "Guidelines" (Appendix A) the Board of Education
called for the pairing of two racially imbalanced elementary schools.
In order to effect such a plan, children were to be bused between the
two schools, which were located adjacent to each other. Needless to
say, this event sparked controversy. This controversy fed into the
political conflict between the aforementioned mayoral candidate and
his opponent, who, by coincidence, had been a member of the School
Board when they voted to pair the schools. At the same time, two
incumbent board mombers decidod not to run for reelection and their
seats were contested with a strong pair of anti-busing candidates.

In the summer of 1971, a class/action suit was filed against
Special School District No. 1, Minneapolis, Minnesota, complaining
about the denial of equal educational opportunity by the maintenance
of segregated schools; the suit was filed by Curtis C. Chiver, local
NAACP activist and vice-president of the Minneapolis Spokesman, a
black weekly, on behalf of his granddaughter, Jeanette Booker, by
George S. Hage, an behalf of his son, David G., and by James M. Willis
on ibehalf ofJhis daughter, Montez. The Booker and Willis minors were
b14ck and the Hage child was white. The plantiffs alleged the denial
was a deprivation of due process and equal protection of the law in
volation of the 14th amendment. The specific contentions were that
there was a continuous and intensifying pattern of segregatiun in the
6chools of Minneapolis resulting from 2 f. tors:

1. The imposition by the school board of a neighborhood school
system on a city which is beset with intentional and wide-
spread racial discrimination in housing, and

2. Specific acts on the part of the defendent which it knew,
or should have known would create segregated schools.

A major finding of fact in May, 1972, by Judge Earl R. Larson,
U.S. District Court, Minnesota, 4th Division, was that the schools
operated by the defendant are segregated on the basis of race. The
design of attendance zones, building-additions and new construction,
principals' agreement and other student transfers all had the effect
of maintaining or increasing racial segregation. In response to the
May 1972 ruling a new desegregation plan was established.

The preceeding is the background against which our current efforts
must be seen.

As the above outline indicates, the scope of work and the role
of the personnel in the department was not solely to implement estab-
lished policy, but, primarily to act in an advisory, fact-finding
capacity as well. There was no direct supervisory or administrative
authority over school personnel. The full weight of implementing the
programmatic aspects of the Guidelines fell to the persuasive and
insistent powers of the staff, rather than the threat of discipline.
It must be emphasized that the teachers and administrators accepted
the programs mainly on a voluntary basis, but, all too often, they
were instrumental in thwarting the goals of the program until a crisis
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arose which they needed the assistance of the Intergroup Education

staff to resolve.

Minnesota Public Law 822 made possible a series of human rela-
tions workshops to be conducted for selected personnel in the dis-

trict. This law provided for special grants for teacher& and parents
to engage in a series of activities which would enhance the environ-
ment of the respective schools. This program was administered through
the Department with the support of building human relations chair-
personn. It is likely that in these preliminary steps to school de-
segregation their efforts provided a framework which made a smooth
transition from the traditional to the new age. The information and
guidance which they offered to those willing to participate in the
programs formed a firm foundation for the implementing of a desegrega-

tion program. The sbhool district and personnel -- students and staff
would have suffered untold agony without their sustained work.
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CHAPTER II - DEVELOPNENT AND DESCRIPTION OF CURRENT DESEGREGATION PLAN

On November 24, 1970 the Minneapolis Board of Education adopted
its second set of human relations guidelines1 for Minneapolis public
education. Termed educational goals for the 1970's, the guidelines
stressed the system's commitment to quality education for all stu-
dents through the acknowledgement of learning as an intense individual
expo.riencc. (ualiLy educaticn was doCinE;:, in terms of requiring "edu-
cational experiences which enable students to master the basic skills
of reading, arithmetic, and language arts, and equally important, to
develop skills in human relations." The recommended programs and pre-
liminary steps toward improving and expanding educational opportunities
for students of the Minneapolis public schools included:

- an urban transfer program for which permission would be granted,
upon the requests of parents or guardians, on the condition that
the transfer would 1) improve the racial composition in both
the sending and receiving schools and 2) would not result in
overcrowding in the receiving school;

- pilot/pairing programs between schools, particularly as a means
of encouraging cross-age groups in the elementary schools;

- building and capital improvement programs to draw a multi-racial
population, with definitive guidelines as to the size and organ-
ization of school buildings;

- development of educational centers, learning laboratories to
foster better use of the city's rich educational resources and
use of the quarter system in high schools to allow students
easier entry and exit;

- volunteer magnet schools and magnet type programs in elementary
and secondary schools to broaden educational options for stu-
dents while improving the racial distribution;

- decentralization of administration to facilitate the deli-rery
of services to children and faculty, and to improve communica-
tions with parents and citizens;

- development of specialized programs as a vehicle for promoting
understanding and appreciation of different cultures, and as
means of encouraging cooperative educational activities among
various groups;

continuous review of school boundaries;

- curriculum development, particularly in social studies, and im-
plementation of new organizational patterns;

1Human Relations Guidelines for Minneapolis Public Education in the
1970's, Minneapolis Public SChools, Special School District #1,
Intergroup Education, ISC Pubiication, 1972. (see Appendix)
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- intensified efforts to increase the number of minority group
administratovs, teachers and other school staff and to assign
them to schools throughout the system so that the personnel
as well as student population better reflects the racial com-
position of the total school district's population;

- faculty and staff development with special emphasis on human

relations;

- supportive measures of research and evaluation, public infor-
mation and the educational and social development of students,
including heightened sensitivity to their rights and responsib-
ilities;

- more effective use of news media, information materials and
human resources to better communicate the plans and programs
of the school district and to encourage community understanding
and support.

While the focus of the human relations guidelines was on the goals
of full commitment to quality education, the language of the document
raised concerns about the state of segregated schools in Minneapolis.
As a prelude to implementation of the guidelines adopted, the school
administration committed itself to the development of a comprehensive
plan based on the document, with clearly stated educational goals,
order of priorities and !,,elineated program components.

The Board's request for recommendations on how the school system
might move to overcome racial segregation resulted in the district's
development of desegregation/integration proposals for 1972-1975, based

on the Human Relations Guidelines. These proposals included provisions
for general program support, included among which were curriculum
development, basic skills improvement, faculty and staff development,
expanded Urban Transfer Program; and separate programs for elementary
and secondary desegregation/integration. The plans received mixed
reactions at a public meeting in December 1971.

In protest of segregated schools in Minneapolis, a legal suit was

filed :1- ;'.02.. U.S. District Court, FourthDivision, District of Minnesota

against .
cial School District No. 1, Minneapolis by parents of three

students. On February 8, 1972 the suit was accepted by U.S. District

Judge Earl R. Larson as appropriate for class action on behalf of "all

children who are residents of Minneapolis and who attend its public

schools."2

The plaintiff's complaint was that there exists a continuous and

intensified pattern of segregation in thc schools in the city of

Minneapolis resulting from two factors:3

2United States District Court, District of Minnesota, Fourth Division,

Findings of Fact, Conclusions of Law, and Order for Judgment,
No. 4-71 Civil 382, Nay 24, 1972, p. 1.
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1) the imposition by the school board of a neighborhood school
system on a city which is beset with intentional and wide-
spread racial discrimination in housing; and

2) specific acts on the part of the Minneapolis school district
which it knew, or should have known, would create segregated
schools.

Admitting that the city schools were segregated, though stipula-
ting racially segregated housing patterns as the major cause, and
pointing to its 1967 and 1970 Human Relations Guidelines and 1972
plans for desegregation/integregation as indications of the district's
good faith, the district denied any intent on its part to segregate
schools.

The desegregation plans submitted to the Board on March 14 and
revised on March 16, 1972 were designed to accomplish the goals of
the Human Relations Guidelines, and included the closing of antiquated
elementary schools over a 3-5 year period and the construction of new
facilities. The district's proposals were adopted by the Board on
April 25, 1972, with four amendments.

The Court tried the case in April 1972 and issued its Findings
on Nay 24, 1972. Fundamentally, the court ordered the dIstrict to
implement its own Plan for Desegregation/Integregation zis amended and
cited two specific modifications to be made in the pian, namely:

1) that no more than 35% of the student body of any one school
shall consist of minority children;

2) that there shall be at least one minority teacher in all
elementary schools (covlsidering principals and assistant
principals as teachers) and integration of the secondary
school faculty so that each school has approximately the
same proportion of minority to majority teachers as exist
in the whole system.

The court further ordered that no transfers be made by principal's
agreement or otherwise which would have the effect of increasing
the segregated nature of either the sending or receiving schools;
that the court must approve any construction of new buildings or
additions to old schools beyond what is contemplated in the Plan,
and any changes in the Plan which have the effect of increasing or
aggravating existing school segregation or delaying full implemen-
tation of the Plan; and that the school district submit periodic
reports every six months to the court and the plaintiff's counsel
until ordered otherwise.

To the credit of the Minneapolis School District the Court
recognized the amount of consideration and preparation reflected
in the district's Plan with particular attention to its provisions
for staff development and human relations training. In a further
appraisal for the district's Plan, Judge Larson noted that "The



preparation of a plan of this quality in the face of this lawsuit

indicates that this defendent (the school district) is not a re-

.caLcitrant district whose promises are suspect."

4Ibid, p. 13.



The Plan

The Minneapolis Public Schools plans for desegregation/integrega-
tion had extensive involvement of teachers and administrators, and to
a somewhat lesser degree, the community. Responses to the question
concerning how the district involved school personnel and the commun-
ity in planning for desegregation were basically very favorable, even
though there was a wide 3pread in reports of the level of participa-
tion. 'The comments of a department chairman in one of the junior
high schools serves to represent the general consensus:

"The district took care in finding ways to involve the teach-
ing staff, professional organizations and the school commun-
ity in the development of desegregation plans. The numerous
Saturday meetings with parents and teachers, open community
and Board meetings, extensive newspaper coverage and printed
brochures for parents served to get the information out and
to continuously clarify issues about the districes plan."

The plans, proposed for 1972-1975 included progressive steps for
implementation. The first phase mainly focused on staff and personnel
human relations training and school construction, while phase two
called for moving students--particularly at the secondary level, to
new schools. The bulk of the Plan was scheduled to take effect in
the Fall of 1973 and iri 1974.

The proposals for elementary schools have two primary goals, that
of eliminating the maximum number of racially isolated schools, and
replacing the maximum number of old, obsolete elementary buildings.,
These goals are to be accomplished by clustering and pairing schools,
establishment of learning centers and ex!-ended community schools.

The secondary's division proposals for achieving a better racial
balance in the schools contain three basic approaches; namely:

- moving ninth graders into the senior high schools (change from
3 year to 4 year senior high schools)

- reorganization of junior high schools into two-grade units
(7-8 schools)

- changes in school boundaries to alleviate overcrowding.

The day following Judge Larson's decision, the Minneapolis Tribune
carried the headlines "Both Sides in School Lawsuit Approval of Ruling"
desegregation had been so ordered. Superintendent John B. Davis, Jr.
remarked that he was impressed that the Board's proposal had been found
basically a proper and timely way to move and further stateed that he
was "basically pleased."5

There were, however, several istwes raised by the plaintiffs re-
garding interpretation of the order which needed clarification. These

5Minneapolis Tribune, Thursday, May 25, 1972.



issues were brought to light following the district's first -emi-
annual report to the Court in December of 1972.

The district was thought to be in violation of the Court's order
on several points which related to:

1) the minority enrollment figures projected for a new school
facility to be opened in 1974 which would be in excess of
the Court-ordered 35% maximum;

2) the district's act of counting part-time teachers and other
non-teaching personnel in noting its compliance with the order
on faculty integration;

3) the problem of transfers, specifically "band" transfers, the
district's formation of an Appeals Committee Oh Transfers,
optional attendance areas, and the underutilization of cer-
tain schools resulting from failure to transfer students in;

4) the need to include statistical information on transfers
in the periodic reports to the Court.

The plaintiffs requested supplementary relief from the Court on
the foregoing four points. Judge Larson's Memorandum Order for Supple-
mentary Relief was handed down on May 8, 1973.

In brief, oa the four points the Order stipulated that:

1) 35% Maximum Miaority Enrollment
Because oaly oa school is involved, and the opening of the
seloot is fA:111 a year and a half away, the Court will not
%cc:, order -Iny modification in the plan.

2) 1:9.(27A1iy Tnte!_tration

On elemeW:ary school faculty integration, the Court accepted
the district's promise that there would be one full-time faculty
tember in each elementary school by Fall 1973, with the under-
standing that thc "faculty member may be a principal, assis-
tant principal, full time classroom teacher or full time cer-
tified personnel in a position of authority -vis-a-vis the chil-
dren's education."

On the secondary level, the Court ordered that the district
"integrate the faculties so that each school would not have
less than 6% nor more than 12% minority teachers, effective
in the Fall of 1974.

3) Transfers

A. Band Transfers: The district was enjoined from banding
certain schools in the future and ordered that "no further
transfers among these school may bo granted by principals in
the future, unless they improve or have no effect on the



racial balance at both the sending and the receiving school.
If any transfers within this band have been granted but have
not yet become effective, they should be rescinded."

B. Appeals Committee on Transfers: While the Court agreed
with the district. that there may be valid educational reasons
for transfers that have some segregative effects, it noted
that the district had not been as discriminating as it might
have been in granting elenentary transfers.

As to secondary transfers, the Court asked for an exercise
of caution when a parent supplements an application for trans-
fer with a professional recommendation concerning the desir-
ability of transfer, with special note that "if the Committee
falls into the habit of granting any transfer accompanied by
a cursory professional statement based on one meeting with
the child and/or parent, those parents with financial or
social means will have available to them an automatic trans-
fer."

The Court found the plaintiff's request to rescind all trans-
fers granted by the Appeals Committee within the last year
and the Committee would be in a position to deny any which
did not show "educational necessity."

C. Optional Attendance Zones: There were certain elementary
and secondary optional attendance zones scheduled to be closed
in September 1973 and September 1974. The Court ordered that
"those children who have exercised the option to transfer
from one school to another prior to the 1972-73 school year
may continue at the transferee school. Those who exercised
the option fer the first time in 1972-73 shall have their
transfers rescinded and shall attend the home school."

D. Underutilization of Schools: The Court disagreed with the
district in its reasoning for making particular transfers to
alleviate overcrowding in preference to other transfers which
would have achieved the same results'. The plaintiff had re-
ferred to the strategy as in violation of the Court's order
and as being segregative in effect. The Court mentioned the
segregative nature of the contemplated transfers and ordered
the district not to institute them.

4) Reporting
The district was directed to include in itS semi-annual reports
to the Court statistics on transfers (band tranSfers, Appeals
Committee transfers, optional attendance area transfers and
any other type contemplated) stating home and transferee
school, nuMber of transfers granted, number 'of transfers
denied and the race of those children requesting transfers,
whether granted or denied.

In subsequent reports to the Court, the district suggested the
necessity for modifications of the plan principally on-the basis of



the purchase of a school which would have an effect upon other schools

in the West area, and because of the hardships the Court's 12% ceiling

for minority faculty at the secondary level posed for the district in

terms of its requiring reassignment of substantial numbers of minority

teachers, effecting serious morale problems, and inhibiting the re
cruitment of additional minority teachers, since the district would

have serious problems placing minority teachers already on the staff.

Basically, district reports indicated close adherence to its
schedule for plan implementation as ordered by the Court.



CHAPTER III - PROCESS LEADING TOWARD IMPLEMENTATION

A scurry of activity accompanied the Court's mandate to the
Minneapolis School District to implement its desegregation plan,
with court modifications.

The alteration of the district's plan, which specified that no
more than 352; of the student body of any one school consist of minor-
ity children, necessitated a reduction of the high percentage of minor-
ity students in the elementary schools which were easily identified
as "black" schools. The district also moved to decrease the number
of optional attendance zones for elementary schools, taking heed of
the Court's reference to the maintenance of such zones which have the
effect of permitting the "escape" of whites from black neighborhood
schools.

The modification requiring the integration of faculty for Sep-
tember 1972 brought about increased efforts to recruit and hire minor-
ity teachers. The Court order called for compliance with the following
formula:

Before there are more than two minority teachers in any one
elementary school there shall be at least one minority
teacher in all elementary schools. [For these purposes,
principals and assistant principals shall be considered
teachers]. The faculties of the secondary schools shall
be integrated so that each has approximately the same pro-
portion of minority to majority teachers as there are minor-
ity to majority teachers in the whole system.

The Court further stipulated that the plan for faculty integration
was to be completed by tha opening of the 1973-74 school year.

Program development, particularly related to social studies, re-
sulted in a few curriculum changes. In addition, several school clus-
ters were established and the district initiated a mechanism for pro-
cessing applications for pupil transfers in keeping with the Court's
order prohibiting the district from allowing transfers, by principal's
agreement or otherwise, which would have the effect of ihereasing the
segregated nature of the schools. The district continued to publicize
its official policy of encouraging volunteer transfers for racial bal-
ance and 'projected the Urban Transfer Program as a viable means of
facilitating planning and easing the transition between sending and
receiving schools.

Strategies used for articulating the district's plan included uSe
of the news media, informative newsletters, daytime comMunity coffee
klatches, evening neighborhood meetings involving small groups, the
formation of a parent advisory committee which was largely responsible
for communicating the facts to local groups and reporting reactions_
and suggestions to the central administration, busing the parents, using
the same routes as the students would follow, group.visits.to new schools
children would be attending, and open meetingsof the Board.of Education.
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There was also a planned series of exchanges which afforded students

the opportunity to visit the schools to which they were assigned and
to meet with the teachers and staff. It is the general consensus that
these methods of information exchange and face to face dialogue proved

invaluable in the process of implementing the district's plan. Coun-

selors were used somewhat as a sounding board for students, staff and

community during the planning stages of desegregation and had as their

expressed duty the conveyance of the feelings of this constituency to

facilitate decision-making.

There was some open rejection of the desegregation plan on several

counts expressed mainly by white parents. These views related to the

loss of the neighborhood school concept, the uproar over the busing
issue, the increases in costs that the desecgregation plan would force

upon the community and the basic fact that "many of the white parents

did not want their children going to school with blacks," as emphatic-

ally remarked by a teacher. The fears expressed, however, were not

confined to the white parents and community. There were also general

apprehensions among black parents most of which were related to the

possible loss of special educational programs and assistance that the

enrichment programs in the mostly black shcools provided for the stu-

dents.

The plan for construction of new and larger school buildings re-

ceived some community support, but concerted opposition of the intent

for expanded community schools was expressed at a December 1972 Board

meeting and resulted in a request for a six-month moratorium on site

acquisition and building proposals.

The concerns about increased costs were obviously very real and

represented an issue very sensitive to a cross section of the popula-

tion. The June 27, 1972 edition of the Minneapolis Star reported the

results of its Metro-Poll which sought to get the community's views

on busing and new construction. In response to the question as to

whether people would consider busing children to nearby communities

with empty classrooms to avoid building new schools, a majority of

those surveyed voted a preference for busing children across commun-

ity lines.

APPROVE DISAPPROVE NO OPPINION

ALL RESPONDENTS 51% 45% 4%

Men 56 40 4

Women 47 50 3

18-29 63 34 3

College 65 32 3



Although many of the busing critics had placed the emphasis of their
opposition on the cost of providing bus service there was an even
greater resistance to those avenues to desegregation which necessi-
tated higher costs. The district's response to many of the fears
was on the basis that the funds to be used were mainly Federal funds,
not local, and the fact that the district was desegregating under
court order.

It is felt by some segments of the population that the Court's
retentio: of jurisdiction in the case not only rendered potential
counter forces in a new Board election powerless to undo the desegre-
gation plan, but also aided in dispelling much of the community unrest.
The absence of hard core resistance was also a result of frequent parent
meetings during planning. In general, the local press was described
as having given little attention to public education and having presented
no particular stand on the issue of desegregation. The surburban papers,
on the other hand, were reported as consistently in opposition to de-
segregation and quite outspoken on the issue.

Both the United Federation of Teachers and the Minneapolis Educa-
tion Association are reported to have played an active role during the
initial discussions of the plan, and were seen as showing strong leader-
ship in supporting the Court order and State guidelines for desegre-
gation, even as they delineated concerns about how the plan would af-
fect teachers' jobs. A major aspect of teacher and faculty preparation
was the requirement of human relations training for school personnel
which included techniques for dealing with the unavoidable pressures
and conflict crisis which attend desegregation efforts. A.total of
ten such workshops were mandated; some staff were engaged in training
beyond this number, specifically those members who served as chairmen
or coordinators of human relations programs for their particular schools.

A member of the study team observed one of the teachers' human
relations workshop sessions which was held at a high school and led by
a psychologist from ehe University of Minnesota. The session, with
approximately eighteen people in attendance (15 whites, 3 blacks) was
divided into three parts: 1) a lecture; 2) a goal setting period
(where teachers identified their most pressing problems; and 3) a free

discussion. The areas of the lecture presentation included:

- theoretical principles of social psychology
-- cause of behavior
- different ways of influencing the behavior of others
- ways of helping students build their own self-esteem
- helping to understand prejudice
- developing a democratic atmosphere (of mutual respect).

Those involved in the workshop appeared to have valued this method of
learning through instruction and group exchange. Other special pro-
visions were made for guest speakers at scheduled symposia and there
were exchange department meetings and meetings of school personnel with
Central Board staff.

In a further move to upgrade the skills of school leaders, the
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Minneapolis school administrators attended a three-day conference in
August 1972 at St. John's Universi.yt on the topic, "Humanizing Our
Schools - Preparation for Deve loPment of integrated Environments for
Learning." Proceedings of the eonference were reported in a published
manual entitled "Minneapolis Moves to Integration."

There was some discomfort among elementary school teachers about
the change from the traditional teaching method to a continuous progress
instructional model. A booklet had been prepared by the district office
explaining the new program which teachers were expected to implement
and to articulate to parents. J.t was felt by some teachers that actual
instruction and the content of tk-,Ie booklet were inconsistent and that

they could not adequately intetptet the program. A teacher in one of
the elementary schools rePorted that during the spring ber administra-
tion allotted extra plann-Ing tizel for teachers to set up their program
and permitted teachers to reor ta41ze clusters and grouping procedures.
The work served to rectify the i.-nconsistencies and to relieve staff
pressures. "The administration VAS as fair as it could be in view of

the circumstances. These prob.,. etas no longer exist."

Staff development, nommunt tY involvement and the improvement of
school facilities were consider-ed essential components for the success-
ful implementation of the plan and necessary in the district's efforts
to cluster grades and to properi_y proceed with plans for the new ex-
panded community schools. The district's report to the Court of Decem-
ber 1973 included a statement as to its satisfaction with the implemen-
tation process as of that date, and noted that the plan had received
better acceptance by the Pobllz than might have been expected.
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CHAPTER IV - PROGRAMS AND PRACTICES INCIDENT TO DESEGREGATION

In 1967 the Minneapolis School District #1 instituted its volun-
tary plan to improve the racial composition of its schools and received

community and faculty support. Transfers were made to the extent that

in 1972 there were students from minority groups in all of the Minne-

apolis schools. The court action which was brought against the dis-
trict was in part based on the fact that. there were still specific
schools which had high visibility as "black" schools (5 elementary,
2 junior high, 1 senior high). While segregation was declared most
noticeable at the elementary level it was also true that a signifi-
cant number of white students attended junior and senior high schools

with only a trifling minority enrollment.

Whether or not as a direct result of efforts to more evenly dis-
tribute the student population among schools, there has been a steady
decrease in white enrollment in the public schools of Minneapolis since

1968. That year there were 62,490 whites in the public schools out of
a total student population of 70,006--89%. The ethnic racial break-
down of student enrollment for the period 1969-1973 can be seen in

Figure 1.

Although total enrollments have been decreasing at a 2% plus level
for the past five years, the percent of the total enrollment represented

by minority group students shows a slight increase over this period.

Year Percent Increase

1973-74 17.7 1.8

1972-73 15.9 1.4

1971-72 14.5 1.4

1970-71 13.1 1.1
1969-70 12.0

Grouping Patterns:

In response to questions about grouping patterns used in the

schools, the majority of the teachers make reference to a concerted

effort to mix classes heterogeneously. In specific instances teachers

find it necessary to group homogeneously because of the wide range of

abilities among students, specifically in such subjects as reading,

math and, often, science. Grouping in math frequently takes the form

of small group tutoring.

Although some elementary schools group pupils on the basis of

grade level (by achievement) in the basic subject areas,there is an

increasing practice of the multi-age grouping and ungraded classec

at the elementary level. The movement away from the self-contained
classroom is being replaced by the Continuous Progress Program for

primary levels and the flexible program and team teaching techniques

at the 4-6 grade level. Crossolage grouping was observed in most of

the classrooms visited.

MAW



Studonts in grades 7 and 8 are generally randomly assigned to
classes and, again, attempts are made to m!x students in class
according to a range of academic abilities and as a means of breaking
up student cliques so as to spread the leadership found in these
groups.

At the upper levels, students have a wider range of course op-
tions fro-1 which to choose. After Laking required courses in math,
science and language arts, students choose the courses they wish
to take, with the guidance of the counselor and/or teachers. In cases

where it may be necessary to limit registration, teachers are cau-
tioned to consider racial breakdown as well as class size.

There is a concentration of black students in low ability classes.
This results partly from the poor preparation of students at the lower
levels and the widespread tendency of black students to register for
classes with their friends. As one black high school teacher remarked
"there is a real need to challenge black students in the right direc-
tion. As a group, they tend to seek the easiest way out without
understanding the consequences..." Another black teacher of social
studies worries that "the life goals of too many black students don't
require that they take high achieving classes."

A breakdown of the courses of one high school visited (sse Figure
2 attached) rhows that while the social studies and En glish classes
are rather racially balanced, the advanced math classes are predom-
inantly white. The Special Learning Behavior Problems classes are
about 68% black. Part of the problem as ariculated by school personnel
is laid to "poor parent participation and involvement in the student's
education. They often never question their children taking only the
easy, informal courses. . . ."

By observation, the pattern of seating revealed more sex segrega-
tion than racial--boys normally clustered with boys and girls with
girls.

Support Services:

There is a mass of exemplary programs which delineate the school
system's search for ways to build the necessary.reality. into the edu7
cational process and.to assist students in achieVitig_OptimOm learning.
The programs are local, state, and_federally funded encrsOme:receive,'
support from private contributors. .Acroat all leveleOtthe School:
system there are some unique enriChment programa in-the:bs0i0 Skills,
media, vocational, technical and industrial education, art:education,'
business and office education and foreign language. Thejc)**.ofthe
programs is both prescriptiVe and:diagnostic.

A notebook containing descriptiona of aome'30(1 special Programs
has been prepared by the district staff. The forewordwrrita_bythe
School Superindendent helps to give 0o0.4:flavOr of what.:1V0fored'
throughout the district.

509,
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FOREWORD

To the reader:

Exemplary means model; commendable; deserving imitation. The 300

programs described in this book are all those things. Together,

they are an affirmation of the ingenuity and diversity of education.

Throughout Minneapolis, teachers and administrators have developed

exemplary programs to challenge their students. For example:

Harrison School fifth graders take a course on Children and

the Law, thanks to the Minnesota State Bar Association.

At Calhoun School, WISE volunteers direct an "I _Like Me"

program for kindergarten children with poor self-concepts.

Mini-courses offered at Lowry Elementary School include such

interesting options as mock trial, making a bike and stamp

collecting.

A cardboard carpentry project helps Douglas Elementary School

children learn about group planning and decision-making as

well as math, science, writing, art and design.

At Mann, a Title I elementary school, a computerized math pro-

gram is underway.

Students at Lincoln Junior High can sign up for a minority

history course called "Hot Pink and Purple Thang."

Courses in construction and manufacturing have replaced the

traditional industrial arts program at Sheridan Junior High.

Central High's Magnet Program allows students to choose from a

smorgasbord of more than 300 mini-courses four times a school

year.

A two-house student government program at Henry Junior7Senior

High is aimed at intraschool communications and leadership

training.

Marshall University High's off-campus learning experiences pro-

gram gives students a chance to pursue special interest areas

in depth.

At Vocational High, students can elect an English course that

involves tutoring children at nearby Madison Elementary School.

In my visits to schools, I have seen many of these programs in action.

my wish to share them with you prompted the publication of this book.

Many of these programs could be adapted fer use in other Minneapolis

schools; and elsewhere. They provide scores of ideas on how to solve



specific educational problems; how to utilize community resources;
how to bring life and spirit to our children's education.

Sincerely,

John B. Davis, Jr.
Superintendent of Schools

JBD: cd 9/8/72
Minneapolis Public Schools
Minneapolis, Minnesota

The special services provide for individurdized and flexible instruc-

tion, heightened student motivation, promotion of better social and

academic development, more positive and supportive community attitudes,

increased communications skills and enhancing of knowledge about dif-

ferent cultures.

The use of parent volunteers in many programs adds support ser-
vice to the school system as well as ::.ncreasing parent visibility and

involvement. In addition to the parent volunteers, resource teachers
are utilized in the elementary program and have proven invaluable to

the classroom teachers. School aides, who are predominantly minority
group members, have assumed the role of "ombudsman" due to their re-
sponsibility for accompanying the students who are being bused. In

several cases when these students were asked if there was any special

person within the school to whom they could go to discuss their pro-

blems, it was the school aide who was most often mentioned.

Counselors lend support to students through academic advisement
and personal counseling - though to a lesser degree. In one school

visited the guidance department has implemented a team approach to
assisting students.. The team is composed of a counselor, social
worker and assistant principal. Students are generally assigned to

a counselor on an alphabetical order scale. They haVe:the option of

requesting another counselor or social worker,:if the original match-
does not prove satisfactory; they do not, however, Ilave this.option

with regard to the assistant prineipalassigned-ta:theteam:

In another school setting, more typical of guidencedepartment
operations, the counselor meets with other support etaffjschool
psychologist, social worker, etc.) on a regularliaale0discuss pro-
blem cases referred by teacher:4, These;referrale::al06etelWays cort-;:

cern behavioral problems which are usually:handled_Wlthie7the echool;_

few outside referrals are made. :Learning problenis are:aereened.,hv

the school psych)logist in most cases and May reeUlt assees

ment, perceptual testing, etc, Group counselieghae been used effec-

tively in such areae as self-!conceptattitudeOwardeaiiperationand
responsibility; it is designedto foeter:Undeittaadin04*4 and
others and self development.:: IndividualjdOUnSelingisuSed-tbe:iri
crisis situations.

IgAg4 adA



In scheduled interviews with students, while they acknowledged

the presence of counselors and teachers and their ability to help

with academic questions, the consensus was that they preferred to

take their personal prolAems to a friend or to a school aide. One

counselor praised the aides in the school as "good community links"

and credited them with being instrumental :7.11 diminishing the iso-

lation and problems in the shcool and with contributing to a posi-

tive school and community climate.

Library resources, though not extensive, are wliely used by

students both out of interest and for class assignnnts.

Instructional Materials:

Teachers reported a city-wide change in textbooks which some felt

inadequately covered the achievements and contributions of minorities.

The district office has prepared a bibliography of materials pertaining

to minority group experiences and this resource is available to school

personnel.

The Task Force on Minority Cultures has been activkly engaged in

developing curriculum materials and study units which reflect ethnic

population history and accomplishments. Even in the abacmce of a sys-

tematic way of ensuring that the materials are Tvidely used, many

teachers request the use of these resources on a regular basis.

Primarily the multi-ethnic materials are move appropriate to

the social studies curriculum and are used most specifically in Black

Studies courses. A major co7aplaint has been the lack of suitable

multi-ethnic materials in English and unrelatednea of audio-visuals

and home economic materials to the black or minority envfxonment.

Many teachers prepare their own materials to meet the 104els of in-

terests--and demands--of the students and also make ?Tide use of cur-

rent events materials.

Acknowledging that the use of i ,:erracial materials is new, the

majority of teachers note that basically there is a beth. format

to these materials which lends to their usefulness for class instruc-

tion.. One instructor who agreed that there is not enough black and

Indian material available, remarked that "it doezts't nake any dif-

ference anyway because there is so much assimilation im the materials."

The implementation of new service programs, some o2 which are

school sponsored and supported, has resulted in additional instruc-

tional materials oriented to the special needs for which the programs

are designed.

Curriculum Modifications;

Curriculum modifications have been minimal in comparison to some

of the structural changes Waal have been instituted. New courses have

been added to the curriculum, but few of the traditional courses have

been updated.

11-485
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Mini courses are prevalent in some of the elmentary schools which
reflect offerings in social studies, science and art. As a general rule,
each child, with parent guidance, selects two mini courses each semester
from each of the three areas. Multi-age grouping is utilized for these

subjects. Tn one of the elementary schools, the wealth of mini-course
offerings included:

Electricity -- Who Am I? Communities
Living Together Economics
Painting Preparing Food
Sculpture .v. Nutrition
How Does a School Work? History
Pet Care Let's Use the Media Center
Design Signs of Love

There have also been revisions made in the math program since desegre-
gation process. A new reading program was implemented in one of the ele-
mentary school clusters, and a wide range of elective offerings are in
evidence throughout the upper grade levels. World History no longer is
listed as a required course in the secondary curriculum, and courses
in Indian Culture and Afro-American History are currently noted among the
the offerings. This change has been brought about partly through the
efforts of students.

The focus on group counseling as a means of dealing with personal
problems of students has resulted in a planned course called Positive--
Peer Counseling (PPC). In one of the schoolswhere the students are
very receptive to the group activity the scheduled period was 1 1/2
hours. School counselors and social studies teachers usually serve
an staff for these courses.

The structural changes relate,to the establishment of the tri-
mester system and the elective system which affordestudents a broader
range of choices in taking courses. In additionsome schools use
registration procedures similar to thOSe used inc011egeb. Flekible:
scheduling is practiced in many schools., An example Of:the'orien-
tation and registration procedures, and of the new: end, SUOpleMental
course description for one of the high schoOls can'be*en oh the,
following pages. --

it was the expressed opinion of most ofihe:veri$Oiinel inteTviewd
lthat the administration froth the centralipffida:.tO4ndividnal'sdhool
administrators, permits and encourages experiments" aticl::e4ernatiiie.14

-

curriculum and in teaching methods.

- _
The range of eleCtive offerings at the setondary_leVel and the:

spread of student abilities necessitate alternative-teething Methods.':-
The use of multi-ethnic materials which often.eliCitamotional respOnse

515
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also increase the need for handling sensitive subject matter through

various techniques. Teachers stated their belief that education is no
longer strictly academic, but that it calls for more involvement on the

part of school personnel in the total development of the student. In

keeping with this belief, teachers are quite flexible in attempting new

teaching methods to reach the new student population.

The Continuous Progress Program, team teaching techniques and the

move toward upgraded classes all denote changes in teaching methods and class

classroom strategies.

In addition to providing for expanded opportunities for student

participation through library research, field studies and reporting, teachers

make wider use of video tapes, films and role playing as teaching devices.

Extra-Curricular Activities

Schools in district offer a variety of extra-curricular activities.

The list below is not intended to be exhaustive, but does present an

adequate example of the type of activities reported by school personnel,

some of which were observed by team members;

Basketball
Football
Hockey
Skiing
Swimming
Tennis
Volley ball
Cheering Squads
Majorettes
Future Teachers

of America

Drama Club/Theater
Debating Team
Foreign Language Club
Choirs
Concert Band/Regular Band
School Newspaper
Student Government
Chess Club
FHA Club

There were no reports of any activities either curtailed or stopped as a

result of desegregation. However, the repeated responses to questions

which related to the extent of black student involvement were negative

in the majority of cases. Blacks were in nearly balanced positions on

the cheering teams, theater, choirs, volleyball, and football; in more

cases than not they represented a majority on basketball teams. But in

tennis, hockey, and skiing, there was likely to be little or no minority

participation. Majorettes were viewed more as an elitist predominantly

white group.

One coach at the
8th grade students do
continue to play when
given for the absence
because of economics.
teachers see a change

junior high school level mentioned that 7th and

play hockey and projected that perhaps "they will

they enter high school." One of the basic reasons
of blacks in 3uch sports as skiing and hockey was
Equipment for these sports is expensive. Some

taking place inasmuch as black parents are making
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greater sacrifices to buy the equipment and Park Departments are doing
more in the area of providing opportunities for disadvantaged youth.
Team sports are not conducted on an interschool basis at the junior high
school level. These activities are usually conducted by church, Parks
and Recreation Department. Some teams choose to identify themselves
by their school name.

Minority students do participate in school govnrnment, in dramatic
clubs and on the school newspaper, but the percent of minorities is small.
Most of these activities have 80% and above white representation. At
specific schools, students mentioned that black students had served as
Homecoming Queens, as President of Student Government and in capacities of
leadership in a scattering of student clubs. Basically both teachers and
students referred to the void of student participation in some extra-
curricular activities as more a preference than a policy of exclusion.
However, there was recognition that many of the organizations and activities
had been traditionally white oriented and that school administrators and
teachers do very little conscientiously to encourage minority participation.
Also, some of the schools have inadequate physical facilities for gym activities.

Student Leadership -- Participation

Black students and other minorities are beginning to participate more
actively in extra-curricular activities and to assume leadership roles
in school affairs. black, male, junior high school student related
how he had been constantly encouraged to aim high by a white 5th grade
teacher, even in the face of almost total failure. As he put it, "she turned
me around". He is now vice-president of student government organization,
is assisting with setting up the magnet program in his school, has given
several suggestions to tine school about establishing a radio station, a
school yearbook, and a course ih Ethnic Studies which he believe's school
officials are really taking seriously. The student, following through on
past encouragement, seeks ways in which he might actively contribute to
his school environment. However, the general feeling expressed by teachers
and counselors interviewed was that most black students shy away from leader-
ship positions, even with encouragement by staff to assume such positions.
One respondent voiced it another way in commenting that "black males have
a big share of status power through athletics, whereas white males have
status through intellectualy accomplishments -- classroom power. Girls of
either race have little or no status outlets."

Assignment Patterns of Faculty, Administrators and Staff

Although there is evidence of attempts to deaegregate schoolstaffs,
the deployment of faculty and administrators, as:of the1973-74 Personnel
Sight Count, falls somewhat short of the intent of the Courtorder which
stipulated a definite pattern for faculty integration. There:wete two
elementary schools which reported no minority administrators:or'certified
teachers. The overall percentage Of minority persOnnelin the sehools is
about 7 percent below that of minority student enrollment..

The tables which foll.ow show suMmarvstatistics;:by raCial/ethnie
Categories for the period11969 to 1973 (figure:4), 14,OrSoppelSight Count
for 1973-74 (Figure 5,), and a breakdowntlf thOiotbet:Of4r1nOiOile, assis
Cant principals and teachers by tradftional-sOOOlAvadelepot incIudin
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other locations in the Minneapolis system (figure (6).

An analysis of the interview reports obtained from principals, teachers
and counselors reveal that the staffs were basically stable in service to the
district, while there were varying indications of reassignments.

Of the ten principals interviewed (nine white males, one black female),
eight hod served as assistant principals in the same or other locations
before assuming position as principal, one was a former counselor and one
a 5-6th grade teacher. As a group, they represent an average of 10.5 years
of experience in the district, with individual service ranging from three
to twenty-one years. Six of the ten principals had been reassigned; only
one principal had been in the present positionless than a year (black female)
while the others had served from one to eight years, with a group average
of 3.2 years. The black female held the only doctorate within the group;
other degrees held were 6 masters, 2 baccalaureates, 1 specialist, all having
credits beyond the limits of the degree.

Seventeen teachers were interviewed (11 white, 6 black; 9 male, 8 female).
This group represented an average of 10.1 years of service in the school
district with individual years of service ranging from 2 to 36 years. Eight
teachers of the 17 interviewed had served three years or less in their pre-
sent assignment, with a group average of 5.2 years. There were six teachers
with the master's degree, eleven with the baccalaureate, and the maiority of
all teachers reported academic credits in excess of the degree.

One of the six counselors interviewed had been reassigned since the
schools were desegregated. The five white and 1 black counselor in the
group (4 male, 2 female) represented an average of 10 years with the system
with individual service ranging from 7 to 14 years. The number of years in
the present school ranged from 2 years to 14 years, with a group average of
6.8 years. All of the counselors reported the M.A. as the highest degree
held.

Among the personnel interviewed there were none completely new to the
minneapolis system, although a minimilnumber had been employed at the start
of the desegregation process, as indicated by two and three years with the
district.

AssUnment of Students by Subject id Subject,Difficulty

In a majority of the classrooms observed, and as.indicated in dis-
cussions with school faculty and students, minority group students, par-
ticularly black students, are underrepresented in advanced courses at the
high school level. This is explained as resulting mostly from poor training
and little encouragement at the lower grade levels', lack of basic skills,
mainly in reading and math, high rates of absenteeism, and the fact that
there is free choice of subjects at the secondary level.

A black math teacher at one of the junior high schools reported
teaching two advanced geometry classes which were totally white and two
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ESAA math classes which were predominantly black. The black students had

been transferred from a formerly all-black school. She commented that:

"one of the problems faced by the Math Department is the low
ability of black students in mathematical skills. Part of

the continuing problem is related to the loss of Title I
funds following the transfer of students to this school, and
and the lack of subsequent structures and resources which
facilitate their development."

A white junior high social studies teacher expressed the problem as

one of poor reading skills. He stated that "the poor reading ability of

the students who transferred from junior high school presents a

real challenge to our staff as this school has been noted for its pride
in the number of high achieving students."

In another interview with the chairman of the Math Department and a

math teacher (both white) in a high school it was stated that "most of the

blacks are concentrated in low achieving classes." The reasons given re-

lated to a lack of individual attention to slow students because of a cut

in funds for teachers, and the poor preparation of minority students in

the lower grades.

A black social studies teacher in a high schoc teaches two Black

History courseswhichhave a predominantly black enrollment. His response

to why there was a disproportionate number of black students in particular

cases was "the further away we get from black areas, the less blacks there

are in the classes." Somewhat similar to this viewpoint concerning courses
relevant to blacks was that of another white math teacher who felt that,

besides having problems in the basic skills, "black students may not see

math as a priority and many may see math as contradictory to emphasis on

black studies, etc."

Even though they have options in course selection, a group of ninth

grade minority students reported that they often "choose any old schedule."

The student also noted very little attention to grades and expressed their

beliefs that.the largest number of black students would likely be found ir

health, chess, cooking and Afro-American History classes (all elective

courses).

Of the three groups of white students interviewed, two at the junior

high and one at the senior high level, the feelings expressed were that

"blacks only compete in sports . . . not academic things, they don't care

about that." One junior high student talked about the very low number of

black students who graduate from high school, and stated that "In my opinion

half of them aren't interested in school." In response to the question "Do

you find a division of races in the honors class?" some high school students

said "No, there is equal representation of blacks according to the propor-

tion in school. That's true in Physics, also." In another instance, white
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students mentioned that black students generally take Algebra spread over
two years while the same material is covered in one year by white students.

A black male teacher remarked about the lack of or need for tight
sLcucture in the high achieving cli,ses and concluded that "black students
in particular need structure. They simply do not apply themselves." More
consensus was found among teachers in reports that courses taught by black
teachers have larger numbel:s of black students -- partly because students
tend to select courses according to teachers' friendships, as well as to
interests and ability.

Elementary schools in the vast majority of cases reported no dis-
proportionate representation of any race by classes.

Social and Friendship Patterns of Students, Staff and Faculty

There were varied responses to questions relating to the extent of
social and friendship patterns within the school setting. Many faculty
members noted a "normal" separation of minority and majority students, al-
though the separation was sometimes seen more according to social class than
to race. Students reported very minimal interaction among black and white
faculty.

Among teachers comments about student interactions were the
following:

"Students stick together with their friends (neighborhood
and early schools). This means blacks are with blacks and
whites with whites -- except for a few cases." (High School)

"There is not much interaction between black and white students.
There is definitely not much closeness." (High School)

"The students interact in every setting where they have the choice.
Peer pressure forces students to act in many different ways."
(Junior High School)

"Great lack of inteiaction between blacks and whites. Also, you
don't see white upper and middle class interacting with either
blacks or poor whites from the surrounding areas."

"Students group themselves almost completely in all activities;
very poor student interaction, even in sports." (High School)

"Grouping occurs more between social class groups (middle class
blacks and middle class whites). Not much mixing between the
races, but there is little hostility or physical conflict." (High
School)
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"Not much mixing after school. White kids are bused and black kids
live in the neighborhood. There are a couple of integrated groups."
(Junior High School)

"Groups of students are normally divided by race." (High School)

"There is a great deal of interacting across racial lines. Since
there is a small group and the staff is interracial we find it is
good to promote interaction in class activities." (Junior High
School)

"Interaction is based on SES. Basically I think we have a class
sociecy. Problems are more a result of this than of race."
(Junior High School)

A white junior high school teacher spoke about special dinners prepared
by students who were taking a course in Mid-East Culture. He saw these as
opportunities to know other cultures and to build relationships, but sadly
noted that he was most often the only white in attendance.

Elementary school teachers, for the most part, did not respond to the
question concerning how students group themselves by ethnic group in par-
ticular situations. Those who did answer reported some separate grouping
of children before and after school and in school halls, but in all cases to
a very limited extent. There were some optimi§tic reports of signs of
new friendship patterns emerging on almost every level.

Students responded from a variety of viewpoints with respect to the
degree of minority and majority interactions in and out of school, as can
be delineated from the following comments.

A male Chicano Junior High School student who is president of the student
organization noted that "many students are bused to school and racial mixes
occur in the shop and gym before school." He mentioned that he has attended
cross-racial parties and has friends of different ethnic identities, and
feels that girls fight and create more racial problems than do boys.

A white'junior high school girl commented, "I have friends from all over
Minneapolis; lots of black and Indian friends . . . the boys generally mix,

but the girls don't." In the same school, a white male student expressed his
belief that "black and white kids get along pretty good now because we have
gotten to know each other. He named his two best friends as a black and an
Indian with whom he shares team membership at the YMCA. "I think sports
help to bring black and white students together."

At another jur'or high school, a white boy related how he feared being
pushed around after the transfer to his new location, but said, "later you
get friends, black and white, and you get along good." His peer, a white
girl who lives in an all-white neighborhood, explained that it depends on
where you live. " So I have friends and school friends. At home it's all

white, at school it's mixed."



A black boy and an Indian girl explained that they both had friends

from all racial groups in the school. The boy declared that "mY best friend

is white." The majority of the black students noted sports as the arena in

which interactions take place.

In a group interview with six white high school students (both boys arvi

girls) the consensus was "It depends on who you are talking about. There

are a lot of black and white students who prefer to stay with their own race,

while others just mix and mingle."

One girl in the group said that she has "a good friend who is black."

Two students expressed the thought that "you have to be extra sensitive with

black kids you meet because blacks and whites alike are aware of hundreds

of years of suppression suffered by blacks and blacks are very sensitive

to this."

In a smaller group of white high school students (2 girls, I boy) the

response was negative. "In school the blacks stay together and the whites

stay together. There are very few exceptions!" These students were not

aware of any socializing between races after school and stated the reason

for this as primarily because blacks and whites live in different areas.

Another group of six high school boys and girls related the separation

of races which occurs in the school cafeteria. "The way it is is white boys

and girls on each side and black students in the middle by themselves. The

black boys and girls are separated, too." One boy who had lived with a black

family and a Chinese family mentioned that parties in the neighborhood were

O.K. He was chided into agreeing with others in the group that in most instances

"if black students are around white students they're fine, but if they are

around other black students that's different; they have to Pro tect their

reputation. Then, they act like they don't even know you!"

Some of the aite girls admitted to interracial dating, but quickly

stated that their parentS were unaware of it and probably would not approve.

In only one instance was there knowledge among the students about interracial

dating between a white male and black female.

In most instances faculty noted a similar variance of teacher interaction

within the schools. Their comments ranged from "teachers mix very well,"

as reported by a white male junior high school teacher, to "teachers are

tolerant of each other -- it's superficial but they have to work together,"

as commented by a black female teacher in another junior high School.

Other views relative to the degree of teacher interaction were:

"There is some grouping along racial lines, though not nearly

to the extent that students do." (Black male, High School)



"Interaction is good, much better than students. We have some
differences in philosophy and interest, but there is a steady
coming together." (White male, High School)

A.black high school teacher noting the same instances of faculty
separation also commented that "there's too much talking at the
black teachers in meetings and not enough exchange."

One black female elementary teacher stated that she felt very
comfortable in the presence of whites at the school, and con-
tinued the remark with "but, I don't go to their homes and they
don't come to mine. Perhaps it's the distance, but several of
them live near me -- and still no exchange."

A black teacher at the junior high level, who has twenty-five plus
years of service with the school, finds whites congenial " . . . perhaps

because I've been here a long time and I mix with everybody." She is of

the opinion that women don't attend outside school affairs but most men
do.

There were only two comments made which suggested a conscious effort for

outside interrelationships. The occasion of a retirement party for a white
female high school principal led.to a spirit of coopera iveness and fellow-
ship between blacks and whites, both groups of whom were well represented.
A white male junior high school teacher mentioned unstructured activities
"like going for beers after work," which involved aides, teachers and staff

with "no thought as to status distinctions. Beyond staff meetings and the

Human Relations Workshops there were no planned activities to foster personal

teacher and staff relationships.

Student Evaluation and Discipline:
The questions relating to student evaluation and discipline were con-

sidered important aspects in the life of the student and for the general

well-being of the schools. For these reasons. all levels of the school
population were asked to give their views on the equality of grading and
disciplining minority and majority students.

As a, grOup, principals reported that classroom teachers and staff
are permitted to handle discipline problems in the school. In most in-

stances, they emphatically state that "no hitting-is allowed insome others

the question is avoided. Many of the problems are seen as a result of out-
side interference, but none are considered unmanageable. One',Of-the major

concerns principals expressed was that of attendance. One high school in.

particular noted an extremely high absentee rate. The qustion of-education-

al relevance was noted as a major cause for this.,

A white male counselor in a junior high school noted that counselors
had dealt with teachers and other staff regarding double standards in the
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treatment of students, which they believed to be the results of prejudices
and insecurity. He stated, however, that a number of good changes have
taken place among school personnel and believes there is evidence that there
is much more confronting properly without reference to particular studedts.

fwu femaie high school counselors interviewed, one black, one white,
both felt that discipline in their school was poor for both black and white
students as a result of the laxity of administrators and teachers in enforcing
the school regulations. Of the six counselors interviewed, most indicated
no patterns of differentiation made in dispensing dise?line or grading
students based on their ethnic background.

Teacher reaction was somewhat different. Both black female and black
male high scho, teachers discussed what they perceived as clear evidence of
fear of blo , -,'nts on the part of white teachers. One of them stated
that "whit :! tea ilei3 have double standards when it comes to black students.
They tend u ac.1,.pt certain behaviors from blacks that they do not accept
from whites "

Somewhat the same sentiments were Lxpressed by a white high school
teacher of English. In her opinion:

"There is a double standard of discipline used. Blacks are
allowed to break certain rules and are not reprimanded by
some white teachers. This is partly because of fear. However,
black teachers treat black and white students differently
also; they are more lenient toward white students."

One white high school teacher terms what might be considered discipline
problems as "blacks usually don't want to listen. It's nothing serious;
they are just more verbal." She, as well as her colleagues were of the
opinion that blacks are given preferential treatment 4n terms of grades.
There was generally the reverse respoe from other teachers with respect
to preferences in the grading system used.

When queried as to how they saw their teachers who were of a race
different from their awn the majority of the students, both minority and
white, expressed no particular preference for a teacher based on race.

WM "most of them are pretty good"
WF "same as white teachers"
WM' "no differences. I never compared them consciously"
BF "they're okay"
BM "my teacher turned me around. She really has things

together!"
SSM "there really doesn't seem to be any difference."
BM "they're all right, especially if they're not prejudiced."
WM "some black and white teachers are both good and bad."
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Individually some white students thought some of the white teachers
were afraid of black students because the seemed to ignore their acting

out in class. One student remarked that "black teachers don't let black
students get away with the things white teachers let them get away with.
White teachers are afraid." A group of white students reported a slight
trace of black teachers having better control over white students than

white teachers do over black students in the classroom, but felt this to

be more a matter of the degree to which students behave in classes. Some

in_the group saw white students as being disrespectful of black teachers,

and others told of repeated instances of black student insults to white
teachers.

In themain, black students interviewed saw their white teachers as

fair. Some students volced a desire for more black teachers while others
stated that they would not be bothered if they had no black teachers. One

of the junior high school students who found white teachers "all right"

told of an incident in which the teacher referred to black students as

animals. Upon reporting the mishap to the counselor the student was
advised not to give the teacher a reason to get angry with the explanation

that "she does this with all students."

In some of the school settings, concerted efforts have been made to

clarify goals and to develop behavioral objectives. These efforts have been
instrumental in easing problems and have led to definite changes in atti-
tudes on the part of teachers, staff and students. Relationships with parents

have also improved across levels.

One move to reduce discipline problems, as instituted in a few of the

schools, is that of assigning police liaison officers to school buildings.

These are plain clothes juvenile officers who work on either a full-time or

part-time basis, upon the request of school administrators, to ensure com-
pliance with the local Trespass Ordinance (expelled students are not allowed

on school premises), and to assist school staff in curbing undesirable

school behavior. It is believed that the young officers have very good
rapport with students and that they do not pose a threat of any kind.



CHAPTER V - PERCEPTIONS AND ATTITUDES OF SCHOOL PARTICIPANTS TOWARD PLAN,
PROGRAM AND PRACTICES

As one measure of better understanding the climate which prcvailed

during the initial stages of desegregation in Minneapolis, and current

views the cit!zons now hold with respect to the pldn, programs and .

practices, specific questions germane to those topics were asked

to representative members of the school community. Some of the.comments

from administrators, teachers, counselors and students are dispersed throughout

earlier sections of this report. Further insights from this group, as

well as those from parents, will constitute the focus of this chapter.

Principals

On the whole, principals reported active involvement in developing

program guidelines defining goals and objectives for meeting special facil-

itative aspects of the plan, planning for effective clustering of schools,

designing human relations activities, meeting with central personnel,

school and community groups and assisting with minority recruitment efforts.

Most of the principals expressed a high commitment to the desegregation

endeavor and to the challenges it presents to the educational community.

There were some adverse reactions to the Board's mandate for a specified

number of human relations sessions and some administrators felt that there

was a lack of sufficient competent leadership in this area.

Teachers

Of the seventeen teachers interviewed, three expressed having only a

vague familiarity with the PLan before it was implemented; two of these had

been with the system less than three years. The overwhelming majority of

teachers spoke about various levels and degrees of involvement both before

and after implementation of the district's plan. The levels of involvement

included:

-assessment of needs and goals for desegregating schools;

- sharing information and exchanging views in meetings with
central office staff, school staff, professional

organizations and community groups; small gatherings

with parents and students;

- assisting with school cluster plans;
-designing classroom program models;
-planning for and participating in city-wide human relations

training; in-service training;

- forming faculty/student council for coordination of efforts

in resolving problems;

- service on Information Bureau for disseminating information

about the plan.

Teachers generally approved of the administration's plan, and with

few exceptions, felt that the district had been yery .conscientious in

finding ways to activelY involve them:f:t allatages.-Inneat-total..agree7.

ment, they related that. statements Odhcerning theplan.whinkimanated -froth:

the district office were "'clear, informatiyeand.coMprehenaive."
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In response to the question which asked for concerns about the plan
that were expressed by the teaching staff, there were several expressed
with which the teachers as a group seemed to agree: reassignment/placement;
major organizational changes; academic disparities among students. There
were also comments which raised concerns about student discipline, poor
interactional patterns between black and white students, and staff, meeting
the needs of new students, and the fear of white flight from the school
system, although there was not concordance on these points.

Black teachers expressed particular worries about the possible loss
of compensatory programs for minority students and about the critical need
for additional minority teachers and programs relevant to minority students.
In the majority of instances, black teachers referred to white teachers as
being "uptight about desegregation" and as being "fearful of discipline
problems".

On the other hand, white teachers were most vocal about what they
termed "the loss of the neighborhood schools," and their feelings that
compulsory attendance for human relations training has created much
antagonism; that methods were unproductive and "a waste of time."
Probably the most consistent indications of negative positions about any
aspects of desegregation progress were on the topic of human relations
training. Some pf the comments were suggestive of better ways the session
might have been handled, while others were more outright criticisms of the
objectives and goals of the program. Teachers indicated their feelings about
human relations training in response to at least one of four different
questionnaire items (there were no items on the questionnaire which directly
mention human relatLns training):

1. Explain how the district prepared staff for desegregation.
2. List the major concerns about the desegregation plan that

were expressed by the teaching staff.
3. Describe how your school involved the teaching staff in

its plans and activities.
4. Describe any special attempts made by your school to

better prepare staff for desegregation.
5. List the major concerns of staff in your school about de-

segregation.

In most'cases, the Comments regarding human relations were more extensive
than any other comments elicited from teachers on relevant areas of the plan.
Some of these are noted below:

"I would have preferred an extensive training session on human
rights over the summer for staff and students."

"I'm not sure that 60 hours is going to make anyone a master
human relator. I don't know what their objectives were, whoever
set it up."
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"They should set up a stringent human relations program well
ahLld of the desegregation task. That process can't be hurried.
Her::: we did some thir.gs backwards, like the appointment of the
human rel:!tions (711:Iiran after Lhe mandate."

"Colleges should place more emphasis on human relations in teacher
training."

"Faculty feel put upon by these compulsory human relations sessions."

"Human relations meetings have not been very successful. They

caused some antagonism about compulsory attendance. I think they

need more expertise."

"Everybody thought it was a waste of time. Whites looked upon
human relations as a means of sitting around making jokes."

For other areas, there were basically positive feelings about the continuing
efforts of the central administration and individual school administrators in re-
sponding to the apprehensions and special concerns at all levels, and the con-
sensus was that "things are better now than, say, two years ago."

Counselors

Counselors interviewed were involved in a number of committees which were
set up to further communications about the plan. Some initiated "coffee parties"

on neighborhood blocks for more personal articulation of the plan with parent

groups, led group sessions with students to air feelings and grievances, facili-

tated sessions to sensitize staff, and participated in desegregation institutes
to learn first-hand of other plans which had been implemented in other sections

of the country. In many instances counselors were used as a "sounding board
for students, staff and the community," and assumed the role of intermediary in
conveying feelings of this constituency in order to have their views represented

in decision-making.

Counselors were more apt to see discipline problems across racial lines,

and most expressed the feeling that the major concerns were not discipline
problems, but more related to the need to revise curriculum to meet the heeds
of new students, and to foster respect for all students among.faculty and staff..

There were reports that in too many instances transferred students,.particularly-
minority students, were being.referred to by the name of the school from which

they transferred rather than by their proper names. This act served to alien-.

ate students and to make them feel like "outsiders," alien to the school envi-

ronment.

A counselor (white) in the junior high school noted that "here, counselors
assist in developing programs to reflect the life experiences of minority stu-

dents." He noted their present efforts to institute changes in the music pro-

grams and commented "that department needs to change more than, than any other;*

they're still using 18th century Christmas carols that even I can't relate to:'
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In the main, statements made indicated that counselors have seen a
number of good changes take place. One counselor ended the interview

with the assessment that:

"Everyone has worked ten times harder than I've ever seen them
work before and really have worked together as a team. There
has been a keen awareness of weak links -- some have changed; some
have left the system.

I'm glad to be here at . This has been my.best year, in spite

of what my friends think."

Parents

Both formal and informal interviews were held with parents and community
persons in order to hear their views concerning the developments in the de-

segregation efforts and their attitudes about the process. The total of
thirteen Included eleven parents who represented the elementary through high
school grade levels. In terms of ethnic representation there were seven blacks
(6 females, 1 male) and six whites (all females). With spontaneous spurts of
emotions in evidence, parents responded very candidly to all questions raised

with them.

All of the parents interviewed spoke of being involved in plans to
desegregate the schools through PTA's, community meetings, both in large
forums and in small group meetings in individual homes, and in open Board

meetings. While some felt that the large community meetings provided for
very little community input, others thought that the provisions for broad
exchange between different community factions were very helpful in building

support for the plan.

Parental concerns centered maily around the following issues:

Clustering of schools - "Clusters are not going to work! It

makes no sense to put 6th graders'in the primary section."

Quality of education - "There's certainly less than quality

education in the schools now."

"A lot of white parents and teachers feel the involvement of a
few black students will run the school down."

"The curriculum needs to be changed, and especially some of
the textbooks in the Humanities, History and Music."

"When junior high kids graduate and go to high school they
don't have enough vocabulary and enough skills to deal with high
school so'they fail again. They need training in penmanship
and spelling, and speech, ear and eye tests."
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"Title I funding has been cut, which means a loss of good,
quality programs for those students who were in special programs and
and small classes before."

Treatment of student.; - "There's an assumption here that black
kids d.Dn't know' anything and that thcfy lack stimulation."

"Some students bring so many problems from home. The kitchen
help complains because they don't nderstand why kids want
two lunches. They are hungry! This might be the only
food they have all day."

"They're phasing out because it's predominantly
black; they could just as well have closed
Black kids always have to bear the brunt of change."

"Teachers too often classify an area, and then refuse to be
bothered with blacks or poor white children."

"Lots of white teachers have no experience in dealing with
blacks so they practice double standards -- they allow
black kids (as opposed to whites) to get away when they
don't do what they say."

Inequity of Plan - "The whole thing is being done in piece-
meal. Parents are concerned that even next year they
are going to ask one segment of the community to desegre-
gate while some schools will be left intact."

"Only two sections of the city have been taken -- North
and South."

Teachers -- "All of them should be periodically reviewed.
They need more than a school education; they need a lot of exposure
to the area they work in."

"It's not enough for teachers to have good intettLions.
They should be carefully selected on the basis of how well
they teach; how well they can produce positive results.".

Human Relations - "Human relations is a waste! A lOt of Materials
could have been purchased."

"I feel very strongly about the human relations -7 infact., I
refuse to participate because it's another:forCe,h,:lbeyre
saying 'I'm coming into your neighborhood; yoUllavetiOike me-
whether you want to or not."

"I don't like that office. It's a do-nothing office.'

"As P.T.A. president of a grade:schoolbaVel)eeninvelVed
in human relations training in 3 sChOolOvjortbeIeet5i!eare

_
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"Most human relations workshops are run by all white with token
black representation. It should very often be the reverse, or
at least a sizeable black input."

On some topics, the range of personal opinions within this group were
widespread. Two comments illustrate this most vividly:

WF - "I do believe that it is important that to have quality education
schools have to be integrated."

BF - "I would rather my child go to an all black school with black
faculty -- even to a black janitor. My husband and I can handle the
social situation. Whites are just too superficial."

In spite of what may appear to be negative comments, parents indicated
their awareness of ytrides being made toward improvements in education and
one community pc,on, who is referred to as an advocate for the students,
noted that "both .:Ices had resentments, 1u all talk about desegregation
has brought things into the open.

One of the parents who has children in several public schools has
written a proposal with the objective of enhancing community support of the
school through active involvement in school related activities. The project
proposal seeks to make use of parent volunteers, working in cooperation with
school staff, to facilitate communication between school and community and
thus reinforce children's positive attitudes toward school. The proposal
has been presented to one of the junior high schools in which the parent serves
as a volunteer.

Students

Questions asked of students related more to their feelings about the de-
segregated school they attended than about the overall process.

As students discussed their perceptions and attitudes toward desegrega-
tion, they did so more in terms of what they considered unfair treatment,
separateness and general fear. Children from the lower grades generally reflec-
ted on the concerns of their parents.

Four si*th grade white boys talked of the fear the children had at their.
school about the proposed clustering of schools next year. All of them had
their entire education at their present small school and expressed some fright
about being placed in new, bigger and more confusing buildings, having new tea
teadhers and meeting new people. One of the students remarked that "Busing to

means trouble. my mother said she would send me to a parochial school
rather than let me be bused." Another student related that "It would be
better to bus older kids because they can take care of themselves. The younge

kids could get hurt." He continued with the concern voiced by his father:



"My father said that he would not let me be bused because
it was slippery on the bridge. If he heard that there wa,
an accident on a bus he would not know if that was my bus
or my sister's bus and he would be worried."

A Chicano student was mostly pleased at being at his school and saw the
facilities and organizational structure as such that foster student development.
He did, however, comment on the need for blacks and whites "to get to know each
other better."

With few exceptions, the statements from group interviews were mutually
agreed upon, and denote not only the commonality of problems but ways in which
group norms function to hold groups intact.

White Group - Junior High School

"it's a good school, but blacks get away with a lot. But,
it's gradually coming to be less and less."

White Group - Junior High School

This group expressed generally good feeling about the school although they
hinted of some traces of differential treatment of students. One student in the
group, evaluating his first year in a desegregated school, spoke of his own state
of bewilderment as he noted undertainties:

"I'm uneasy about it; just not used to it. I don't feel that
I'm prejudiced, yet I must be prejudiced about something, but
I don't know what it is."

Mixed Minority Group - Junior High School

Students generally preferred the desegregated setting, but thought most
of the controversy over desegregation was related to the issue of busing. Two
black boys joked about the irony of the situation as they saw nothing new in
being bused, and one of them emphatically stated that he had been bused all of
his school years.

Black Group - Junior High School

Comments from this group were quite varied on the question concerning the
desegregated school environment.

"I don't like it."
"it's not the greatest school in the world."
"I think it's pretty good."
"What you come here for is to learn and I think you learn here."

There was more consensus within the group in their thinking that an all-black
teaching staff would provide for better unity at the school. The students
also voiced negative reactions to an assistant principal at the sohool who
they believed had been unfair in exceSsiVi suspensions of minority students.
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White Group - High School

The students were in their first year in a new school building and all
agreed that the school atmosphere was satisfactory. They complained mostly
about the building being "too spacious" and of the failure of staff to enforce
the rules. None of them was particularly negative with respect to teachers or
students of other ethnic groups.

There were indications also of changes in attitude as reflected in the
camments of two white boys in another junior high school group interviewed.
Referring to their transfer to a desegregated school, the first boy noted
that "at the time, I wasn't too happy about it . . All the bad things I had
heard. But they-didn't happen and so now I don't mind being here." .The sec-
ond boy gave his opposition in stronger tekrus -- "I hated it." He conCluded,
however, with remarks about the friends he had made, "white and black" and the
fact that he gets along well with them.

The ways in which the desegregation process and implementation were viewed,
and the varied perceptions and attitudes implicit in the statements give clues
to a rather diversified school community and yet, a sense of coming together in
a spirit of cooperative action.

In many instances, principals and individual staff members were credited
with having made positive attempts to foster good relations among the different
school groups and to build a creditable academic program for the ultimate de-
velopment of students.

In practically every case, there was high, glowing praise for Dr. Davis,
Superintendent of Schools. His leadership was described as "the best anywhere
in the country" as different peorag. from all avenues talked of his commitment,
devotion, practicality and impartiality in dealing with people and with school
issues.



CHAPTER VI - AN ANALYSIS OF PRO'MAMS, PRACTICES AND PROCEDURES

In May 1972, the United States District Court, District of Minneapolis,
found the Special School District No. 1, Minneapolis, Minnesota, had violated

in the administratinn of the district's schools in varied

ways. The Lrial court decreed that:

the defendants, its school board, its administrators, its employees,
its agents and all those who are in active concert or participation
with them are hereby permanently enjoined from discriminating on the
basis of race or national origin in the operation of Special School
District #1 or any successor district or districts which may be
formed therefrom. Such injunction is directed particularly at, but
not limited to, the discrimination in assignment of students and
teachers within the district.

In accepting the district's plan, as adopted by School Board, the
court directed that specific modifications be made in the plan; namely that there
shall be no more than 35% minority student body in any one school, and that
the plan for faculty integration shall be fully completed by the opening of

the 1973-74 school year. The formula given for faculty integration included

the directive that: (1) there shall be at least one minority teacher in all

elementary schools; and (2) the faculties of the secondary schools shall
be integrated to the extent that each has approximately the same proportion
of minority to majority teachers as there are minority to majority teachers
in the whole system.

The defendants were further directed to disallow transfers which would
increase the segregated nature of the schools; to submit for court approval
any plans for new schools or additions to schools beyond those contemplated
in the plan; and any changes in the plan which would increase or aggravate
existing segregation or delay full implementation; and to make periodic
reports to the court on aspects of progress in implementation.

There were accompanying problems, some of which resulted from changes

in the status quo. In accepting the district's plan as basically meeting
constitutional requirements, some circles within the community.felt that
the court had not given sufficient weight to the district's previous failure
to move substantially to change the segregated patterns in the school. Other

circles felt that the court's decision did not give adequate recognition
to the district's efforts to reduce racial isolation in the schools through

its voluntary transfer program. The structure of neighborhoods throughout
the city were such that busing would be required to implement the plan, and
ther was very vocal opposition to this as a strategy for effecting change.

Those who brought suit against the district were concerned about the
language of the court order, and moved to request court clarification in
areas which had not been explicitly delineated, since it was felt the district

made use of some loopholes to escape making court directed changes which touch
community issues. The court had noted, and school board members had agreed,
that public pressure not to integrate the schools was a factor largely respons-
ible for the district's failure to take significant affirmative action to alle-
viate segregated conditions in the public schools.



Various community individuals saw the District's push for voluntary
transfers as a vehicle to show the good intentions of the school district to
move in an orderly fashion toward desegregation without unduly arousing the
antagonism of the white power structure. Such a plan did not involve major
structural changes in organization and no particular threat by virtue of
its token involvement of minority groups.

Some factions of the school community saw this public pressure from
the white power structure ae a continuing force, evidenced by the exclusion
of many affluent Minneapolis communities from the initial desegregation
process. There were also advocates of desegregation who believed it to be
nearly impossible to think in terns of integration with the city's current
housing patterns, and they spoke more about the nned to have had judicial
action to break down district lines prior to instituting a desegregation
plar. Opposition to the plan had been strongly voiced at the early stage
of the plan and the district moved on several levels to ensure that there
were opportunities for citizens to discuss the pros and cons of the plan in
a suitable forum and that the information disseminated about the plan be
factual and comprehensive, as well as widely distributed.

Prior to and during implementation there were some expressions of
regret concerning time schedules of the plan mainly since it provided those
communities not immediately affected with an interim for possible continuous
opposition. Black parents were especially adamant about their children's
having to be bused when there were others from more affluent neighborhoods
who were permitted to "do things as usual . . . as if they were not a part
of the District."

School personnel of various rank and tenure gave such opinions as:

"The plan should have involved all changes in one step.
This piece-meal approach only serves to reinforce ncsative
attitudes." (Black math teacher -- 30+ years of service)

"I wish the plan had called for complete desegregation all at
once. One of our problems is the change every two years.'
(White H.S. principal -- 5+ years in the school)

Since change is very often a disruptive process, there is some merit4to a clean
sweep, rather than progressive steps which burden particular neighbroods
while others are saved the inconveniences. Practice with respect to changes as
major as those which accompany the desegregation process has shown that once
respected authorities take a position for desegregation it is easier for
people to accept new and difficult situations. By and large, much of the

opposition to the Minneapolis plan has subsided. Opponents, both inside and
outside the system, have not all left the District, but they are not as vocal
nor as visible as they once were. As one of the area superintendents noted,
"people have quit talking about desegregation; they're now talking about what
options in program they will have."



In relation to the District's philoscphy and the objectives set forth
for the desegregation of its schools, as outlined in the Desegregation/Integra-
tion Summary of Proposals for Consideration 1972-1975, the Minneapolis School
District has made some admirable gains. These gains are reflected in its
recruitment efforts for minority staff, the abundance of alternative programs

icIi it;iv42 in;Liiut'2d in ,rtts to provide choic2,-; .,.or students and

parents, the efforts of the Task Force on Minority Cultures and efforts
being made by a large segment of the teaching staff to find a match between
the children's learning styles and their own teaching techniques. In several
instances, individual schools have been able to garner community support at
a level above what they might have expected. Principals, particularly at the
elementary level, speak highly of the very active, though small, group of parents
who volunteer service in various school activities and who continue to serve
as information specialists for the larger community in support of their programs.

There is not yet the extent of teacher, staff or student interaction in
the schools, as a whole, that could most effectively enhance the process, but
as evidenced by many of the comments of the school community, there are reasons
for optimism in this area as well.

There are no easily identifiable prescriptions for determining the right
ingredients of effective desegregation but there are specific factors which tend
to maximize successful desegregation efforts. For one, detailed competent plan-
ning which reduces fear and anxiety through active community participation has
been shown to contribute significantly to the transitions the process of deseg-
regation entails. This type of planning, together with the commitment many of
the people brought to the process, appears to have been a plus for the Minneapolis
District even in light of its failure to plan for full implementation.

Adequate funding from governmental and private sources for implementation
of the process and programs and practices incident to it serves to ensure that
the necessary changes do not vastly increase the tax burden on the district.
As previously noted, innumerable programs have been planned and organized in
the District which focus on the individual development of students and in-service
training for staff. The special funded programs on the local, state and federal
level, as well as those supported through private donations, have been used to
provide for teacher workshops on human relations, special activities relating
home and school in an educational partnership, as with the BAR program described
in the Appendix, the development of curriculum materials, special developmental
and alternative programs for studetns. There are also various training and en-
richment programs which involve the parents and interested citizens. Reference
to some of the specially funded programs is made in the section on Support Ser-
vices.

Programmatic considerations in desegregation also include the ethnic dis-
tribution of staff and students, grouping patterns, in classes as well as other,
school-related activities and school support services and policies, to name but
a few. To the degree that the schools have made some inroads in these areas there
are positive indicaitons for future progress.



The Minneapolis School District Plan principally involvee the transfer
of students, clustering of schools, the closing of some attend-nce zones,
teacher reassignments (without demotions or firings*), new school construc-
tion and human relations and in-service training. The most negL'tive aspect
of the Plan, as perceived by the school staff, was that of human relations.
HOwever, the basis for many of the adverse comments related more to the compul-
sorty nature of the training than to the actual benefits derived from it. On
the other hand, among the parents interviewed, reference was made most often
to the projection that "next year we have to go through it again" . . . an
obvious reference to the next stage of the desegregation plan.

As stated previously, there is clear evidence of growth and commitment
in specific structural and programmmatic areas of desegregation in Minneapolis;
there are also areas in interpersonal relationships and organizational tech-
niqubs which demand attention, as reflected in comments made by those who are
both contributors and receivers in the educational process of the District.

Any positive manifestations of the District's progress in meeting its
goals of the 1970's -- and hence its desegregation objective -- will depend,
in large measure, upon a consensus among the community and the schools to
work for quality education of all students. One interviewer summarized his
feeling of the current atmosphere as "We're doing it because it's right --
not hiding behind the court order." If this is so, perhaps consens is not

too far in the distant future.

In one particular school there were reports that as many as 1/3 of the teaching

staff left at the onset of the Plan's implementation.
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CHAPTER VII - INTEGRATION IN RETROSPECT: SOME GENERAL OBSERVATIONS

AND RECOMENDATIONS

iL Lo note LimL H ie iaitiaL trial of this case atten-
tion was given to the controversy over the exact meaning of the terms "de-
segregation" and "integration". As used by school administrators and by the
plaintiffs, the terms were defined as:

Desegr gation - the mixing of bodies

Integration - the combination of different racial groups into
one society

The Court noted that neither the Supreme Court nor the lower Federal courts
had distinguished between the two terms and ampli'.:ied its intent to follow
the legal pattern of using the two words as if they were synonymous through-
out its Findings, Conclusions and Order.

The schorls of Minneapolis do not constitute one society; and most of
th itizens of Minneapolis would readily agree that the school district is
not integrated. Most of the schools in the District are clearly desegregated
and some might be characterized, more or less, as moving conscientiously
toward integration. This situation is perhaps an inevitable dichotomy in
such a large public school system.

With respect to programs and practices observed and on the basis of
discussions with school and community people, the integration of faculty
meets the minimum requirements of the Court directive, although there were at
least two schools that had neither a minority administrator nor a minority
certified teachers, according to the 1973-74 Pupil-Personnel Sight Count.
The ethnic proportion of students per school had not been totally achieved, but
the District is still within its time schedule which stipulates final imple-

mentation of the plan during Che 1974-1975 school year.

The District shows some forward movement in the improvement -.1f its edu-
cational program from several perspectives: modified course offerings, the
development of Ethnic Studies courses, complemented by thelorwitioo of a
special task force to develop and disseminate materials on ethnic cultures,H,
changes in teaching techniques and some organizational structures; aCqUisi-
tion and construction of new school buildings and staff. training

The most serious problem appears to be relatedto:theHgeneral ebsence07*
planned strategies to bring about better interactions'among:and betwee varyink
segments of the school population. Except in some Sports wherethere Were r07;

ports of minimal interaction, relationships among minoritYand,MAjorlty stUdenW
at the high school level were almost non-existent.. It:is'true that hostilitAeS

among the races were diminishing somewhat and that peerA3reSsUte:washighly
active in preventing some coming toge'ther Of.differentgroUpabutwasalgo
made clear that there is little,en6OUageMent.from:S0001:perSonOt1 to Ofect
some change in this area. The general:attitude appearebehatiae. 16n-
as ;here vas no fighting or other dIsrUitiVrebehaicirieti41:-
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Although teachers reported a somewhat closer working relationship than
was reported for students, the comment repeatedly was that it was superficial
or only a matter of tolerance of one another. In some individual schools there
were reported strains of student/teacher interactions or simply that they were
not aware of each other. Even though there were four black teachers in one
high school (who had been there all year) the group of black students inter-
viewed were only aware of two black teachers in the school. They questioned why
black faculty remain so invisible in the building. Around the same type of
issue, black students who had been transferred into one of the junior high
schools talked of never being called by their proper names. They wete referred
to as "School Transfers" when spoken to or discussed by staff. These students
questioned how they can be fairly evaluated by teachers who don't really know
them. The establishment of homeroom structures could provide the system where-
by students and teachers could get to know one another, but such a structure
does not exist in many of the schools.

A better sense of teacher-student sharing in the educational programs,
both academic and school related, could undoubtedly aid in reducing discipline
problems and in enhancing educational achievement.

It is the opinion of this writer that the recommendations elicited from
those within the school community who have been actively involved in the de-
segregation process, some of whom have put in inordinate amounts of time and
effort, would be much more meaningful than any which a team of researchers
could make on the basis of a very limited on-site visit. Hence, the statements

given are recorded without comment.

Teachers and principals were asked what practical guidelines they would
offer the district in future desegregation planning or suggestions for impro-
ving the current desegregation plan. Their comments denote a keen awareness
of some of the problems and complexities of the process in Special District
No. I in Minneapolis.

Teachers:

The district should increase its efforts to secure teachers who
desire and have proven abilities to teach in the inner city.

Discontinue the trising of children across District lines.

Complete commitment to actual implementation of. the plan -- not
partial or piece-meal.

More selectivicy ir recruitnent of staff. Teachers do not
have enough knovoledge about ehe communities they work in.

Beter eommcaication among teaching staff and administration.

Morejavolvement in the initial planning of all levles of
the community in order to foster greater commitment to the

plan.
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Find ways to increase parent involvement with students. Finances
would probably be a big factor -- some type of scholarship would
help.

_.Liou stacl iL elomentary
grades. The basic segregation at this level is boys with boys
and girls with girls. After awhile the kids feel really more
comfortable with each other.

More public relations people out in the community before the rumors
make people have negative attutudes based on false information.

Schols need to integrate the curriculum more.

More structure, particularly for black students.

Don't force the issue -- let it be voluntary -- but this is probably
impractical. But they should make the best attempts to hire teachers
who can deal with the problems.

In-service training for transfer teachers.

We need to establish a better system to get teachers and students
to meet each other; homeroom classes would be one-way.

We need to break down city District lines. The Board needs to work
at that.

College should place more emphasis on human relations training for
teachers. It must be an integral part of training at that level.

Principals:

Staffing of buildings should be decided in buildings -- not District-
wide.

More time allotted for developing curriculum.

The new provisions for better student/community input.

Allocation of resources should be continuous. Constant cutoffs
make long-range program planning difficult. Here we did some
things backwards, like thg appointment of the human relations
chairman after the mandate. That person should be on the job
very early in the game.

I would do things no differently, except to get more funds and
more staff.
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Principals should have the opportunity to hire their own staff.

Faculty should be asked to come up with a plan to train them-
selves for coping with the problems, without specifying the
length of time needed.

A more rational way of determining needed development areas for
staff. I would like to have seen enough money and human resources
to have done an extensive training session over the summer for
staff and students.

Avoid autidorium meetings; concentrate on smaller, more personal
meetings.

Most principals don't know what life is like in most of the commur.
nities their schools are in. They need to get out more into the

community.

We need more black teachers.

In summarizing key factors that have made for successful desegregation
in the school district, such components as communications skills among teachers
and support staff, more flexible academic program, promotion of the team,-
teaching method and an increasing willingness of teachers to be open with
each other and to deal with conflict were mentioned most often.

On the whole, the consensus was that, in the words of one administrator:

Minneapolis is moving fairly well. People seem to be accepting it
much better this year. Next year is going to be the most signifi-
cant year.
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Human Relations Cluidedinus
For Minneapolis Public
In the 1970's

MINNEP.70LIS PU3/..IC SC:i001131
Spocial School District Ito. 1

T (4-% .4-1÷ -%-r,
.06.r

STATEMENT OF EDUCATIONAL PRINCIPLE
The :.Iinneapolis Board oC Education is fuly

committed to providinl er.1%.,cot;on f,ir 1.1
studnt.:. Eecauce lz:arnin...; is a ptet.:,...n.ily
ual expr.rienc,.?, the )ar..1 ,,f

re.::,:r7::3 to
enhances the dipitt... .n, v.".t.n, and uniqueness et the
individual learr,er. Quality eciucabm requirt..; ed-
ucational experiences wfiich enable students to
master the basic skills of reading, arithmetic, and
language arts, and equally important, to develop
skills in human relations.

Although this country and this community have
made strides toward better human relations, some
evidence suggests the cou.itry is moving toward
separate societies; in Minneapolis this could mean
one Black, one Indian, one wilite; one wealthy, one
poor. American society still maintains political and
social institutions that deny some men just treat-
ment, equal opportunity, and equal rights.

Every American has an equal right to a public
education. Yet equal opportunity for education may
be impaired or even destroyed by racial and econ-
omic segregation in public schools.

Lack of interracial contacts lead to fear, ignor-
ance, prejudice, and racism. Students without in-
terracial contacts will develop an inaccurate view
of society and will be poorly prepared to partici-
pate effectively in a multi-racial community. To
forego opportunities to educate students for a
multi-racial society wOuld b,! to fail them. Public
Schools have the moral and educational obligation
to deal deliberately and directly with the issues
and problems of race, for the quality of our human
relations is a key ingredient of good education.

In 1967, the Minneapolis Board of Education
adopted the Human Relations Guidelines and in--;1,
ty support. Excellent education in Minneapolis in
the coming decade will require plans and an
even greater effort. We canna t for hcusiag
patterns to change. Such a dela :aid deny qual-
ity integrated edueational exi-,....ences to even
more students than are currentfy deprived of such
experiences.

It is for r.,ate that today there are students from
minor:.ty groups in all Minneapolis Pubiic Schools.
Thi 7. ha r. permitted the opportunity for deeper and
broader human relationships.

In this decade of excellence in Minneapolis pub-
lic education, each school will be affected. Within
ta r:..?...nircs:-.3 avAlt.,.::la to Cie (1:5tric.; c.,ch

. . to
develop his own potentiai iully.

.A. 4. N./ 4.4. Ly MInnedpulia.

NovernLcr 2.4, 100

AN EDUCATIONAL GOAL FOR THE 1370'S:
An e,lucational goal of the Minneapolis Publie

Sc:ho.)14 frn- tha next decade is qualky education
fr,r4 1:i :4.1.1..:ents. A quality school is 1) a school::

i we!1.-c-n : : 31:1 21 a school_.
: : c: tile stu.:cnt. bod_v. :

t!..e racial composition of the total.,
si..dint population in the i'..linneapolis Public
Schools, a school where there is a climate
mutual trust and respect among the student bodyl,:I

faculty and school community, and .4) a school.:
a significant majority Of the students per...

fo...in at or above acceptable minimum reading amt.':
carnputation performar.ce levelS.

The accomplishment of the Minneapolis goat of.,
full commitment to quality education for all learn- '
crs will require exceptional effort including
appropriate resources directed to educationally
unrepresentative schools.

STATEMENT OF DEFINITION:
A school is educationally unrepresentative when:

.!.. The percentage of minority group enrollment'.
in the school exceeds two times the percent-
age of minority group. enrollment of the-.
Minneapolis school district. Minority grouu
enrollment of the district shall be determinea
each year by the Minneapolis Public Schools'
sight count.

B. The percentage of majority group enrollment
in the individual school exceeds the percent--..,
age of majority group enrollment in the
district.

C. A significant proportion of the student popu-.
lation performs below acceptable reading and.-...:
computation levels established by city anci
national norms.

For the onroose of definition, the term
group inciuues iiiack Americans, Indian
cans, and Spanish-Surnamed Americans. Thea&:-;,
terms were established by the United States Depart-
merit of Health, Education and Welfare. Majority
'coup means Caucasian Americans.

RECOMMENDED PROGRAMS AND
APPROACiIES FOR IMPROVING
EDUCATIONAL OPPORTUNITY

The following programs and approach are
recommended for expanding learning opporti.
for students of Minneapolis Public School:.
Urban Transfer Program

..f. :;rrc.1 and minority
: : i 44::.

guardians to particioate in the Urban Transfer:!,:::

II-5.17
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rc, 1) if such trr.:;.*V3 %VP.:

racial compLi::,:r. in
no:.

in overcrowding in the receivin..; r.chool. 1;ecci..in-4
schools ilL 'J2 allocate:1 suppoi tive stall' to assist
students and ..aculty. The receiving school 3hall
automatic:ill!. t non tram;fer become the new lyme
attenciance ot transtelee and he shall continue
tin ou:di the : s,Hvio!. Transportation
shaK Le furziLil r.cdod.

Pilot Pairing Prcg:.,ims
The school year U; 0-71 shall be a planning year

for a variety of pilot programs to be instituted for
the school year 1971-72. The school district sup-
ports, encourages and will facilitate pilot pairing
programs between rchools. Some elementary
schools may be used house primary age students,
while others would hause upper elementary age
students. Some secondary schools may be reorgan-
ized to accomplish pairing.

New Building:, Additions
and Capital Improvemen ts

New buildings and additions will be planned and
built to draw a rnulti-racia! population.

To the extent possible, portable classrooms will
not be used as a sokiti: n for overcrowding. Useable
classrooms in other s iools will be used to relieve
overcrowdin,i. Studelus transported into the re-
ceiving school will be issigned to the regular class-
es along with student; of the receiving schools.
Overcrowding of the . :ceiving school will not be
permitted.

Size and organization of school buildings can be
important in contributing to the implementation
of these guidelines.

New elementary school buildings should not ex-
ceed 900 students. If more than one elementary
school building is built on the same site the maxi-
mum size should not exceed 700 students.

Secondary schools may be organized on the
house plan. Under the house plan the student body

1.11%.......1 jt vi. ics own
administrative staff. Each "house in a secondary
school wil contain approximately 700-1000 stu-
dents. No secondary .schooi shall have more than
3000 students.

Educational Coniers and Learning Laboratories
Consideration will be given to the development

of educational centers to serve upper elemer,tary
and junior high school age students. These centers
will provide opportunities fur a variety of enrich-
ing -experiences in such areas as art, foreign lan-
guages, music. creative drnmatics. science. and the
performing arts. Studoots trom a number of school
attendance area:-; will attend at the same time. Sim-

1.1.1rrin o:. :.; .! ;.r
: . .. .;

varied experiences in st..;:it areas as Computer tech-
nology, occupational training, and the performing
arts.

Minneapolis Public Schools
" J

ci...en ti organi:.in7,.::n
er entry and e . . : i t as wen as to make better use of

labrivatoriei. and other rich educational
resources of the city. The quarter planc that have
hem in..,:leirented to date have divided the regular
school !Aar ir.to fotir pltrts.
Magnzt Schools and. 1.'.agnot-Type Programs

Magnet pri.grcrn3 are desil4r.d to attract stun
dents from other cutenciance areas for specialized
programs. Tho magnet urogrorn that has been im-
plemented at Central High School draws students
from surrounding junior high districts.

Consideration will be given to the establishment
of other magnet programs both elementary and
secondary. These pro;rams will be de.signed to pro-
vide a greater number of educational options to
students while improving the racial distribution.
Participation in these programs will be voluntary.
Basic Skills Improvement

The 1971 and future budgets will reflect a high
priority for reading rind the basic skills of writing,
speaking and mathematics. Curriculum consultants
in collaboration with the Departments of Elemen-
tary and Secondary Education and faculty will
provide leadership in the establishment of city-
wide objectives br reading, compubtional and.
communication skills. Intervention programs will
be instituted in any school when a significant pre-
portion of the student population is below accep':-
able levels.
Administrative Decentralization
by the Development of Pyramids

There are currently two Pyramids, composed of
groups of related schools. Tlie further administra-
tive decentralization into pyramids will facilitate
delivery of services to children and faculty, and
improve communication with parents and citizens.
Fiscal control and policy determination shall re-
main the responsibility of the Minneapolis Board
of Education.
Soecializnd ProrTrems

1. City-wide observances and programs will be
developed to celebrate American Indian Week,
Black History Week, and National Emther-
hood Week. As an extension of our eEort to
develop understanding and appreciation it
would be appropriate to commemorate Ameri-
cans from many racial and ethnic groups who
have served humanity.

2. Cooperative educational programs shall be
established among schools to allow students,
faculties and parents from various groups to
work together in such Creative learning sit-
uations such as multi-racial retreats and
music/art festivals.

Bovn-ipries
. . oin..1:: :e::

annually. Alteration of boundaries will depend up-
on factors such as safety, distance. transportation,
integration, and capacity of buildings.
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Curriculum DovoI...prmnt
Curricel,:in i 7,ie rre7ram .

quality (17:
pare .

ity, nation, and werki.
1. A corr'm Cicnsive E-12 ::tudics pr:rrarn

shall bte . equired of an 5.e.udents, fecu...e on
a%varenes-: to tile American ei:r.crience

;11 ethr grour:-. S'uea i rieerien
developed b \ curriceiem
sultants ir.
sh:.1!
1973.

2. Contribution ot minority and ethnic groups
shall continue to be included in the regular
curriculum, K-12. i'..linority history shall con-
tinue to be offered as a special elective in high
schools.

3. Supplemental ,,liort units on minority and
ethnic cultures shall be developed, teste.d, and
implemented. The responsibility for develop..
ment and implementation of such materials
shall rest with the appropriate curriculum
consultants working in collaboration with the
Department of Intergroup Education.

4. Consideration shall be given to the establish-
ment of minority cultural centers.

5. Effective September, 1970, the Task Force on
Minority Cultures, under the direction of the
Department of iterroup Education, is fo-
cusing its effort; on staff development and
teaching in predc.ninantly Caucasian schools.

6. The principal an: faculty of each school in
the system will ie encourk;ed to improve
curriculum and implement new oronization-
al patterns. Non-graded schools, team teach-
ing, more individualized Lnstruction and more
independent study shall be encouraged.

7. Education materials will be reviewed peri-
odically so that distortions. derogatory state-
ments, and untruths can be eliminated.Minor-
ity group faculty will be represented on all
evaluation committees reviewing any materi-
als. The recommendations from such commit-
tees shall be coordinated throuch the Depart-
ment ot intergroup Laucation.

8. Procedures for selecting learning materials
shall be critically reviewed by representative
faculty groups. Suppliers of learning materials
will 13e apprised of the Minneapolis Public
Schools policy rearding the necessity of hon-
est and fair treatment.of all groups.

Personnel Practices
1. Intensified efforts to increase the nurnber of

competent and qualified minority group ad-
ininistrators, teachers, and other school staff,
.and civil service personnel shall be continued.

2. New minority group teachers and administra-
tive personnel will be assi-zned to schools
throeifeceit the ee.. :;n

botte:
the racial co:npositien of the total school dis-
trict's student population.

Minnr..ap.)11, Public Schcols

3. Continuous etiorts shall be made to recruit
a eadi e ui ia..:uity and

sf -.elle a: e con: oetent e"rn-
P'., !. -; ; t!' C!`.:1.

4. Special be t..iven to the recruit-
ment of experier.ced and successful irmer-city
teachers.

5. Teacher trairi:- ; institutions, the State De-
vartrhent of e ca.l the Civil SerYice

hi: ercoe..e.ged to assist mi-
nority c;roun 1 ..4.1y for certifica-
tion -els witilin the
i'qinneapelis Sehaols,

6. Experienced stafr in schools on the outer edge
of the city will continue to be encouraged to
exchange with teachers in inner-city schools.

7. A reserve teacher cadre of experienced and
specially trained supportive personnel.should
ba assigr.ed to inner-city schools. In addition
to regular substi:ute duties, these substitutes
should free the rezular t:achers for training,
curriculum planning and increased parent
contacts.

Faculty and Staff Development
1. Appropriate programs in human relations,

minority histc.ry and culture, and other relat-
ed subjects will be offered to all staff members
of the Minneapolis Public Schools throughout
the year.

2. Orientr) tion and in-service training with spec-
ial ernpnasis on human relations will be mand-
atory for all teachers new to the :.Iinneapolis
Public Schools.

3. City-wide released time programs for faculv
and staff, implemented September 1970, will
be continued. Released time gives school fa-
culty additional opportunities to work on more
effective educational programming. As par: of
this program, ail school personnel will partici-
pate in appropriate human relations activif.ies.

SUPPORTIVE MEASURES
Research and Evaluation

The Dennrtment of IReceareh. in colIPhnr ,tc^n.
with appropriate ccnsuitants and faCulty shall es-
tablish research and assessment procedures for pro-
grams related to integrated education. Poricdio .

reports shall be made to the Superintendent of .
Schools. Research findings and experiences of Other
communities will also be used in planning educa-
tional programs.
Public Information: Annual Sight Count

Yearly sight counts will be conducted in all,
schools! This informatian will be collected by the
Information Services Center, and submitted to the
Department of Health. Education and Welfare, tha
State Department of Education, and the Minneap.
olis community.
7h)

.L.1 to
implement these Guidelines have the ultimate goal
of improving the educational program for students,
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but additional recommendations for students in-
clude:

1. Student acivit ie.: i.ia.,ianed to enhance sta :ant
raa. al.... contiuct e-

ceive continuad et:ea:ion.
2. Efforts will he made to involve students in

planning their education and in determining
school policy.

3. Non-sch )ol or7anizations request: n g school
particip: non or ;:Nons PLC;Iic
students . hall provide the aaministration
a written..

studcats will r.t be discrimina'.,.:.i a-
gainst because of race, color, creed, or national
origm

4. Recruitment oZ students and interviews with
students for purposes of college, vocational
trades, apprenticeship programs, employment
and scholarship program; will he on a non-
discriminatory basis. All activities will be
open to students irrespective of race,
ethnic origin, al religion. Particular consider-
ation shall be given to recruitment and inter
viewing of students where such involvement
is determined by the school as ottering equal
educational oppertunities.

5. School clubs and other student-school related
activities shall not bar membership to students
because of race, color, creed or religion.

The state of Minnesota
The Minneapolis Board of Education apprecia' ,

recent State eiforts to improve the quality of urbai
public education. There are a variety of additiorl.
ways in which the State could become a partner
with cities as they move toward integrated educa-
tion such as:

1. Providing additional State aids fox students
coming to schools in first grade with reading
handicaps.

2. Providing transportation and tuition aids for
urban and inter-district transfer program.

3. Removing the building construction bond
limitation.

4. Revising the State aid forrfula.
5. Providing construction aid for new buildings

or additions which are planned to house a
multi-racial, multi-economic level sttluellt pup-
ulation.

6. Providing additional equipment and learning
materials for inner-city schools.

7. Supporting Minneapolis nationwide efforts to
recruit minority group employees.

8. Determining that numan relations experiences
be a requirement for State certification and
that such training be a prerequisite to obtain-
ing an education degree from State institu-
tions of higher education.

9. Providing financial support for early child-
hood education programs.
Minneapolis Community
Community understanding and tapport is es--::. ": a -a:

.:.: Jae .

Public Schools. The adminietration and teach-
ers will increase their efforts to communicate

The
1.

2.

Minnataana Puhre

plans and programs by u.r ut tittr atews
si/ea'aeas, ;a:at gacti:!.1 1.. .1. I

dio zry.;

major new pvc.:-
entation, arv.: :if_ citation cr c:ln-
cerns from studenta, faculty, rairents and other
citizens.

3. Areakelional or pyramid aCa, iaory commit-
tees eity-wi.:le
schools community r.c.:twork.
:.:aj9r fe::* c,;
cal school cemmunities reats with caeli princi-
pal.

4. The School Building Planning Department
shall keep the Superintendent of Schools alert-
ed to developments in city housing patterns
and will arrange periodic sessions aariong rep-
resentatives from the Housing and /- :develop-
ment Authority, City Planning Department,
other housing aad real Catate groups and
officials of the Minneapolis Public Sahools.

5. The ?..linneapolis Board of Education fully
supports all efforts of the city, public and pri-
vate groups to insure open housing patterns
and will designate a memh:r of the Pc:sonnel
Department to assist school employees in
securing adequate housing.

6. The Minneapolis Public Schools welcomes
communications from public and r )n-public
schools and other educational insti itions in
the area to promote efforts to provk'.: quality
integrated education.

IMPLEMEUTATION:
The School adminiatration will begin a ilevelcp-

ment of a D.Iinneanolis comnrchensive olan based
upon these Guidelines with- clearly stated educa-
tional goals, order of priorities, and delineated pro-
gram components.

A legislative program will be based in part on
these Guidelines for submission to the 1971 Min-
nesota Legislature.

Implementation of a quality educational pro-
gram is in kage part eontinaent apon the availa-
bility of adequate Federal, St3ate and local funding.

ingly important arid appropriate.
The Minneapolis Board of Education recognizes

the limitations it faces with in:a:fie:ant Einds and
will .10 all in its power to sectue sufficient funds to
recruit and retain competent teachers, administra-
tors and supportive pereonnel u:on which a qual-
ity education is dependent. Tile need for more
equipment, suElcient supplies and materials for
classroom instruction is acknowledged.
SUMMARY

The challenge of the 70's is a great opportunity
for people .of Minneapolis and various school-
aomrnunity agencies to respond and contribute to

imnrovement of the htunan condition in the
:

. .

quality educai:en. to every studetit in the Minneap-
olis Public Schools.
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The following sections summarize a much more detailed proposal
presented to the Minneapolis Beard of Education on March 14, 1972.

INTRODUCTION*

This report represents the Minneapoli. Public School administration's response to
the Board's request for recommendations on tor the system may move to overcome segregation .

and provide quality integrated education.

The Minneapolis Human Relations Guidelinv. (HRG), as aoproved by the Board o' Educa-
tion in 1970, sPeak to the importance of teach!r) and learning the basic skills of -eading
and writing and arithmetic. Tney also speak to tne importance of a school where the-, is
A climate of mutual trust and respect among the stident body, faculty, school and community.
They also acknowledge that an absence of inter-racial experiences may lead to fear, igno-
rance, prejudice and racism.

The administration's recommendations to the Board are designed to accomplish the
goals.of the Human Relations Guidelines.

The proposals will not 'provide opportunities t:r all schools in the city to have
full-time opportunities for integrated education, but there can be concurrent planning
for programs of inter-school full and part-time visits and for important curriculum and
human relations programs.

The plans that follow include many faculty and community ideas and are designed to
allow the Minneapolis community to have control over its own planning for integration.

The administration and Board have never advocated massive, compulsory, cross-city
bussing for Minneapolis and such will not be found in these proposals.

We find nothing sacred in a fixed ratio of 30% minority-majority ratios, believing
our schools may vary in racial and socio-economic composition status. We will not disperse
thil. minority population to schools in small numbers. There will be no random selection of
stucfrftts for programs of student exchange. Primary imphasis will be placed on the human
Miations/integration aspects of our plans.

The only students to be involved in new prograai beginning September, 1972 will be
some of the newly-entering students to Jordan and Fratklin Junior High Schools and Central
and Washburn High Schools.

We will work through a variety of voluntary programs to improve the racial composition
of our schools. We will.use the 1972-73 school year to strengthen human relations
inservice training opportunities for our faculty and staff. We will also permit limited
access to the Southeast Alternatives by children from throughout the city.

Several antiquated elementary schools will be closed over the next three to five
years. We recommend the concept of expanded community schools which will house students
from larger attendance areas in centralized facilities whiih will be constructed and
administered so as to assure quality edutation.

WO will provide planning time for faculty and staff to help insure all children will
have a receptive and secure place fOr learning.

Much responsibility for success in this undertaking is resident on the teachers,
staff and principals of our .several schools.

Ile will not be in the position of garnering the moral and political and financial
support required of.the HRG without!a commitment to change.

The federal government Was not given leadership nor ddeqUate attention to tni
dilemma of the cities. The statedias called for integration and quality in education.
but has not provided the financial support needed to accomplish these goals.

Every school district--city, suburb, and.rural--has a stake in the efforWoranv
district to improve its educational program. We look forward to state.and federWimpport
within the next year to support our efforts.

IWe will blend human relations and curriculum development so that subjecti sUch as
anthro170109Y, history and literature can help increase our awareness:and understanding
of those who are poor, deprived and discriminatedagainst. Wewill inOreasi our efforts
to purchase,books and teaching Materials WhichraccUrately reflect the Contributions of
minorities
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We will call upon students, parents, and citizens to assist us in developing and
refOing and modifying, perhaps expanding, proposals of this report for improving our

schetls.

We stand at a critical point. We either move ahead or we abdicate our responsibility

whi:h it'll permit the seeds of inhumanity, disassociation, disharmony and urloveliness

to :ord.*: within and beyond our city.

4ot.sin4 and job eluality are i77.-ort.:nt along with education, and we hope that other

forces in our connunity will search for ways to establish employment and residential

equality.

We will give greater attentiln to recruiting of minority faculty and staff for the
important professional and building ;upport services needed.

Our e'Forts in impravini human relations may, at times, be confused with permissive-
ness and independence in the absence of restraint. While we will commit time to curriculum
and human relations, we wili stand firm on the issue that schools be places where learnilg
can take place.

Let me repeat--our goal of quality integrated education, shall be represented by
schools where there is a climate of muttol trust and respect among students, faculty and
school community--and where inter-racial ezperiences help eradicate the fear, the ignorance,
the Prejudice and the racism which so threaten us today.

* n.iimary of introductory comments to the Board of Education by Superintendent

John B. Davis, Jr.

1



I. GENERAL PROGRAM SUPPORT

The 1970 Human Relations Guidelines also state that an educational goal is a quality

education for all students. The desegregation-integration recommendations proposed are
currently supported in various ways throughout the entire school district. This section

illustrates and points out the rany ways in which the several recommendations pertaining to
elementary and secondary schools are also reinfor(ed by and interrelated with existing city-

wide supportive services.

A. EXPANDED URBAN TRANSFER PROGRAM

The Urban Transfer Program is a voluntary program to permit the transfer of students to
improie the racial composition in each school. :,'nce its inception in 1967, 1,114 students
have .ransferred under the Urban Transfer Progra- including 263 in 1970-71 and 401 in 1911-72.

Thirtt five schools have received students. Only 1.3% of these students have terminated their
particil'tion in five years. The Department of In..orgroup Education reviews all applicaticn
and provides supportive assistance to students and their families. Orientation meetings are

held by school personnel and participants. Urban Tr,,sfer aides serve in six schools. It is

the recommdation that the Urban Transfer Program be expanded:

1. The present program is successful and Minneapolis will be building upon success.

The provam provides options for some parents to select the school and, to a degrce,
the style of learning to be experienced by their children.

3. The program builds upon existing schools, programs , and personnel, and, to a degree,

existing transportation.

To expand the Urban Transfer Program seve 1 additional steps will need to be con-

ridered:

1. Provisions for hot lunches should be available in all elementary schools as soon
as possible to allow children under the transfer program to remain for the entire
instructional day. Ideally, 14 of the 28 schools should have lunch facilitiet
provided by the fall of 1972, and the remaining 14 by the fall of 1973. The
estimated cost for supervisory aide service for each school program is $3,000 per

year. Minor building modifications in each of the schools for wiring, plumbing,
etc., is estimated to be a total of $50,000 to $60,000 fdr the 28 buildings.

2. It is hoped that an additional support perscu can be assigned to the office of
Intergroup Education for each additional SOO students involvid in the Urban Transfer
Program. The elementary and secondary education divisions will examine their aide
budvets in an effort to provide funds for additional support for urban transfer
stucents and their families at the receiving schools.

3. Present Board policy provides a bus for each 20 or more students from an area
involved in the Urban Transfer Program. Consideration should be given to changing
this requirement for a bus, to 10 or more students. Any student under the Urban
Transfer Program who requests transportation reimbursement may receive it if he
uses existing transportation facilities. Eighty percent of this cost is state
reimbursed.

Southeast Alternatives Program Citywide Open Enrollment

A new variation of the Urban Transfer Program will be the voluntary citywide proviiion
that interested majority and minority students can apply under an open enrollment policy to
partici ate in one of the five Southeast Alternatives schools: Marshall-University High

i

School grades 7-12), the Free School (K-12), Tuttle Contemporary School (K-6), Marcy Open
School ages 5-11). and Motley-Pratt Continuous Progress Schools (ages 8-11). Southeast
Alternatives asks the parent to select the school and the style of learning to be experienced
by his child. Supported as a five-year United States Office of Education Experimental
Schools project, admission criteria will be established so as to maintain the Southeast
schools' commitment to a racially and economically diverse student population. The receiving
SChool Shall automatically upon transfer become the new attendance district of the transferee
and he shall continue through the secondary school. Transportation costs shall be furntshed
when needed under Board of Education policy.

B. CURRICULUM DEVELOPMENT AND SPECIALIZED PROGRAMS

A Comprehensive K;12 social studies program for allglinneapolis students focusing on
awareness to the American experience including all ethnic groups continues to be developed
and implemented throughout the district coordinated by the Elementary Curriculum Department
and the Department of Secondary Social Studies. This work is being assisted by the Department
of Intergroup Education and the Task Force on Ethnic Studies.

Since 1972 is the textbook adoption year for social studies, additional local resources are

being directed in furthering the goal toward a.comprehensive K-12 social studies curriculum
as Specified in the 1970 Human Relations Guidelines.
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Ethnic 3tudies courses are Leing offered in a majority of high schools and in several

junior high schools. A proposal has been submitted to the State Department of Education for
funding under Title III to expand the Task Fcece on Ethnic Studies.

The primar:, resconsibility of the Task Fcr:e en Ethnic Studies is'the initiation,
creation, and development cf curricuk materials dealing with multi-ethnic cultures. These

materials devtloped in micro-units are usually in the field of social studies, history,
political science and black studies, but cie units have been developed for literature music

and art courses as well. A qider school system use of these materials is recommended.

In an effort to expand the curriculum of multi-ethnic materials in 1971-72, the
Depart-lent of Intergroup Education opened communications with six ethnic groups: The

Japaneae-Americar Citizens League, fn.'s:, several bibliooraDny sources were collected;

the Ant' ;etion Le!-jue: th,a Mi-re:;:; A17,.:ciaticn for

Jewish Llucation; the MInneacolis Polish Alliance; tne American Swedish Institute; the Sons
of Norway; and the Mexican-American Csmnittee. Seventeen units reflecting an experience of
Black 11;,:cans and Indian Amercans n.!.ve been developed and field-tested for citywide dis-

tributirr,

Helping non-Indian students and educators understand and appreciate Minnesota Indian
culture was one objective of the Minneapolis Title III Audiovisual Based Indian Resource
Unit completed in 1971. Program staff produced, tested, evaluated and made plans for the

dist-ibution of series of fiIm-sound programs that illustrated the problems , culture and
proaress of Minnesota Indian people. Eight instructional units have been distributed to

100 M:nueapolis schools.

A Learning Materials CommAtee is operative in the various academic disciplines.
Minority group fac.,lty and stiff are represented on all such committees. When materials
are thoroug-ly scrzned and approved they are recommended to the Superintendent for Board

of Educatiol appro,m1.

P"rocedures for selecting learning materials are critically reviewed regularly and.
suppliers of learning materials are apprised of the school district's policy regarding the
necesiity of honest and fair treatment of all groups.

It has been and will continue to be the practice of the Minneapolis Public Schools to
promote citpide school and community observances and programs to celebrate American Indian
Week, Black History Week, Dr. Martin Luther King Day, as well as other national and state
recognized observances of the contribution of other ethnic American groups. The Task Force
on Ethnic Studies develops , publishes, and distributes to all schools educational materials

for these special occasions.

C. PERSONNEL PRACTICES

The personnel practices of the Minneapolis Public Schools are designed to encourage
the recruitment and employment of individuals who are sensitive, competent and committed to

the educational needs of all students. Efforts will continue so that the faculty and staffs
in all lchools will better reflect the diversity of the student body that comprises the total
school district's student population. The personnel practices are also designed to fully
support the desegregation and integration program of the Minneapolis Public Schools.

In 1971-72 there are a total of 534 minority personnel on roll, including both class-
ified and certificated. This is an increase of 53 over the previous year. The number of
schools having minority certificated employees increased from 65 to 69 out of 100 between

1970-71 and 1971-72.

The Personnel Department's priorities for 1972-73 and beyond include:

1. Since 1964 there has been a greatly expanded recruitment program from one of visit-
ing olacerdent offices in the immediate five-state area to a nationwide program. In

the last four years this effort has been directed more and more toward recruiting
on campuses having a high percentage of minority students enrolled. The major

effort in the last two years has been in this direction.

2. Civil Service positions are filled on the basis of the results of competitive
examinations. Recent efforts have been made to modify these regulations and pro-
vide additional opportunities for minority candidates. Currently plans are being
made through school counselor contact and job fairs to encourage students to seek

school employment. The Personnel Department will continue to work with the Civil

Service Commission and other agencies to recruit minority personnel.

551
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3. Every effort will be made to assure that the staff of-individual. schools becomes
better integrated. These efforts are.limited because of three factors:

a. the limited number of anticipated vacancies;

b. the present transfer policy gives preference to teachers present ',red

over newly hired teachers in the filling of vacancies;

c. the limited supply of minority teacher and administrative candidates.

4. Each year teachers are encouraged to request transfers and one year excnInge: with

other teachers. The response for exchanges has been quite limited in O.' pa5P but
there appears to be an increased 'nterest in this type of movement durins th:
current year. The Personnel Department will vigorously promote this voltirtary

faculty program.

5. TWo yvars ago a reserve teacher cadre training program.trained reserve teachers
for inner city schools under a federally funded program. In addition, under the
Emergency Employment Act, ten teachers have been employed as reserve teachers 0
improve the service to schools not previously having a specific reserve teacher
assigned to that school. These reserve teachers will be employed as long as fundS

are available.

D. FACULTY AND STAFF DEVELOPMENT

Faculty and staff development appear in the costs section of all plans. Areas of activity

under this plan include:

1. Program Developmentwhen staffs Change from one program to another such as from
self-contained to continuous progress, or from one text to another, major adjust-

ments in teaching techniques organization, and materials must be made. The

development of programs requires time, concentrated effort, and financial resources.

2. ifuman Relationsthe ability to communicate effectively with sensitivity is
required increasingly in today's educational processes. These skills must be
developed by staffs if they are to maximize their educational effectiveness.

3. Ethnic Studies--as Minneapolis desegregates its schools, teachers will come in
contact with students and parents from diverse ethnic backgrounds. To effectively
work with groups, the teacher must Pe sensitive to the values, attitudes and out-
looks possessed by those various individuals.

During 1971-72, progress has been made regarding:

1. Faculty representatives from 100 schools continue their citywide efforts on the
Human Relations Chairmen Committee assisted by the Dedartment of Intergroup
Education. An all-day communications laboratory was held in November and another
in January. Two faculty members were appointed on special assignment in January
to assist the administration in securing faculty reactions and suggestions to the
three desegregation plans. These faculty members will continue until June in
securing faculty and staff responses to the Superintendent's March 14 recommanda -
tions.

2. Orientation and inservice training programs for new teachers have been conducted
in 1970-71 and 1971-72 using Title I funds as well as local funds in the pyramid
schools. These efforts will continue for nem teachers.

3. Proposals for funding from private foundations have been submitted for the
establishment of the Minneapolis Human Relations Training Center. Three distinct
components have been identified in order to provide assistance to all local building
faculties'and staffs. The first component will provide all facultiet with human
relations training activities designed to increase the potential for'successful
integration. A second component will provide classroom teachers with assistance
in the development of instructional materials in the various disciplines while the
third component will increase the capacity of the Task Force on Ethnic Studies to
provide supportive curriculum development services. Action On these propOsals is
expected by this summer.

4. Tuesday released time for faculty and staff has been used for curriculum
development, group planning time for teaching teams and teachers at different
grade levels, consultants' meetings ,and a variety of staff development activ-
ities including aspects on human relations. It fs anticipated that the pro-
gram will continue in 1972-73.. A.significant number of released-time programs.



with a particular emphasis on TJtters pertaining to desegregation and integration
will be held in each Minneapolis school.

E. Tri: STUDENT

Efforts by the All-City Student CcAincil to present a Student Rights and Responsibilities
Document culminated in the adoption of a statemert by the Board of Education on June 8, 1971.

Thc 1971-72 school, year has seen the ix,Ilementation of the Student Rights and ResOon-
sibilities r.tatEent in all senior boards of review have been used to
hear studesl corrpiairlts'. A voters registration . :senior high schools has allowed
eligible studrmts,to register within their local s7 3enior high school principals'
reaffirmed tLeirvosition not to participate in'G'w, unless discriminatory policies
were eliminated. The Minneapolis Schools will continue thie commitment to enhance the
educational opportunities of students by further imllementation of the 1970 Human Relations
Guidelines and the 1971 Students' Rights and Responsibilities Guidelines as adopted by the
Board of Education.

F. THE COPI:UNITT

There is a constant effort to communicate accu-ately and quickly with the Minneapolis
School community and there have been significant efforts in the past several years.

Over 10,000 copies of the 1970 Human Relations Guidelines have been distributed.
Approximately 100 meetings in schools were held during the winter 1971-72 to discuss the
three desegregation plans and the Board of Education held a public hearing February 8, 1972.
Public information sessions are planned April 4 and 5.

G. THE STATE OF MINNESOTA

The 1970 Hulan Relations Guidelines contained nine recommendatik for consideration
by the 1971 Minnesota Legislature. A reView of the 1971 Minnesota les ..sative session and
its relation tt. the Minneapolis Public Schools proposals includes:

1. Regular transportation aids were provided Minneapolis taxpayers for the first time
in history which will support students involved in the urban transportation program.
No transportation nor tuition aids were provided for ioterdistrict transportation
programs.

2. The state aid formula was revised. The basic aid was increased and.additional
payments assigned for students from AFDC families. For the 1972-73 school year the
Minneapolis Schools will receive approximately 32Z of its budget from state funding
sources, but a local levy limitation has been imposed.

3. Funds were made available under Chapter 934 to support human relati-ns training for
the total building staffs from fourteen Minneapolis Public Schools ring the coming
School years.

4. A Council on Quality Education was established to encourage educational innovations,
and on March 1 Minneapolis submitted at least thirty proposals for consideration.
Notification should come.within the next few months.

The 1973 legislative program will be developed with participation from faculty, staff,
parents and community groups. The legislative program will again contain portions designed
to support quality integrated education. Another effort will be made to extend the building
construction bonding.authority of the district to meet the still existing rehabilitation and
new building needs..

H. RESEARCH AND EVALUATION

Coordinated by the Research and Evaluation Department, several studies have been ccm-
pleted or are in process related to evaluating various aspects of the Human Relations
Guidelines. Efforts are divided into three sections: first, studies related to a review
of literature, most of it on desegregation; second, a listing of completed studies; and,
third, a brief synopsis of studies in progress.

As the Minneapolis Schools proceed with desegregation and integration, there is the
concurrent commitment for further careful research and evaluation studies.

. 11-527
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I. BASIC SKILLS IMPROVEMENT

The Minnenolis Public Schools place high priority en reading and the basic skills of

writing, speaking and mathematics. This fundamental priority is exhibited in the ccmitrent

Of local and federal funds yearly. It is anticipated that with the approval of the degre-

gation and integration recommendations as proposed, Title One funds will continue to bl

available to serve those students who are low income and educationally disadvantaged at. de-

fined by the federal government. Minneapolis will still be able to concentrate its 'und'ng

on particular schools and student populations.

A wid, variety of educational programs have teen initiated by building faculties and

staffs in recent years in the determined citywide effort to erhance students Tastering le

reading, communication and computational skills. Many of these programs in the basic skills

4rea are made possible through funds provided by federal legislation. Among the many federal

.prograns concentrating on the basic skills and related areas are:

: 1. The Bryant-Mann and Lincoln-Hay Concentrated Education Centers

which include Bryant Youth Educational Support and Lincoln

Learning Centers

2. Clinton Pilot Cassette Center

3. Individually Prescribed Instruction in Math

4. Job Corps Reading

5. Auxiliary Personnel Program (Aides)

6. Mathematics Basic Skills Development Project

7. Mobile Learning Centers (Dorsett Trailers)

8. Project Seed - Mathematics Specialist Program

9. Pyramids Reading Program

10. Preschool for Urban Children

11. Regional Prescriptive Instruction Center (PIC)

12. ilibah'Cinters for Quality Integrated Education

13. Student Support Program (Title Eight)

14. Adult Basic Education Program

75 Spec . Concentrated Employment Program (CEP)

16. Jobs 70 Program

17. Preschool Program for Hearing Impaired Children

18. KOTA Program (Manpower Development.Training Act)

19. Irvir Adjustment Center

M. Mann Parent Center

f7:7:
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II. ELEMENTARY DESEGREGATION-INTEGRATION PROGRAM

A. INTRODUCTION

The proposals for elementary schools lave two major goals:

1. The provision for elimination of the maximum number of racially isolatei
schools.

2. The replacement of the Taxirum nurber of old, obsolete pre-1900 elerrentary
buildings.

Guidelines upon which the components are bascd are:

1. Keeping travel distance for students to a maximum of 30 minutes one way - w'th an
average trip of between 15-20 minutes.

2. Not dispersing minority students in small numbers.

3. Having children from a residential area attending school with their peers.

4. Involving students from adjoining areas wherever possible.

S. Strengthening the existing commitment of the Minneapolis Schools to the
community school concept with "lighted schools" that serve the entire
community.

6. Accomplishing socio-economic integration where possible.

There are three basic methods proposed to accomplish the major goals:

1. Expanded Community Schools to serve a wider attendance area. They will be sub-
divided into units that will house between 500 and 600 students.

2. Clusters of Schools and a "Pairing" to facilitate the development of primary (K-3)
and intermediate (4-6) units.

3. Pilot Program of Learning Centers where students may be involved for short periods
..of time in integrated and enriched learning experiences.

The elementary components have been developed in such a manner as to be generally
consistent with the long-range plans for school construction deVeloped by the Michigan
State Study of 1963 and adopted by the City. Proposals from the Domian-Sargent Report of
1969 and the Citizens' School Facilities Report of 1971 have been incorporated. The
components provide flexibility of use so that changing conditions and circumstances may be
met. For example, schools proposed to be used as primary (K-3) and intermediate (4-6)
centers may as easily serve a K-6 student population. The placement of schools has been
proposed with the knowledge that the elementary school age student population is declining
in Minneapolis, as it is nationally; and that a maximum amount of flexibility is required
to meet changing needs. .

The elementary school components which follow are predicated on the belief that the
significant factor in improving the quality of educational opportunities for.all children
rests with a dedicated staff, supported by an involved and informed community. Time and
opportunity for staff development are proposed. Consideration is given to the desire of
parents to'help mold the educational experiences of their children. Resources, human and
material, within the constraints of available funds, are pledged.

B. PROPOSALS

1. EXPANDED COMMUNITY SCHOOL, NORTH PYRAMID AREA

a. Construct a two-unit community school to replace Hawthorne and Lowell. The
new attendance area will include all of Hawthorne and the portion of Lowell
and Willard east of Penn Avenue.

b. A prfmarif program (K-3) will be housed in one unit ind an intermediate
program (4-6) will be housed in the other unit.

c. The primary unit will have a continuous progress ,program

d. The intermediate unit will utilizeiteam teaching.
,
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Effects of Chance:

1. Replaces Hawthorne and Lowell which are pre-1900 buildings.

2. Assists in desegregating Mllard, while providing interracial exoeriences
in the current Lowell, Siemer, Hawthorne, and Willard districts.

Timetable:

1972-73 Planning

1973-74 Staff Development, Begin construction

1974-75 Construction completed, Student!. assigned, Staff"Development contilued,
Program implemented.

2. EXPANDED COMMUNITY SCHOOL, NORTH OF LAKE STREET

a. Construct a three-unit community schwl north of Lake Street.

b. A new attendance area will be established to include all of Adams, Madisor,
Greeley, and the portion of Irving, Clinton and Whittier north of Lake Street.

c. Involve Model City a, /cies.

Effects of Change:

1. Provides sufficient space so that a voluntary program could be developed
to attract majority students from Cooper, Howe, and Longfellow districts.

2. Replaces Adams, Clinton, Greeley. Irving, Madison and Whittier, which are
pre-1900 buildings with fire rat4ggs of 5.

3. Provides space for SLBP students from Madison.

Timetable:

1972-73 Planning

1973-74 Staff Development. Construction begins

1974-75 Construction completed. Students assigned, Staff Development completed,
Program implemented.

3. EXPANDED COMMUNITY SCHOOL. SOUTH OF LAKE STREET

a. Construct a three-unit expanded commun'ty school south of Lake Street to replace
the old part of Mann and Corcoran.

b.. Create i newattendance area that will include all of Corcoran
portion of Irving, Clinton, and Whittier south of Lake Street.
of Bancroft north of 37th Street.

and Hann', the

and the portion

Effects of Change:

1. Replaces Corcoran and the old part of Mann, which are pre-1900 buildings
*on fnadequate sites, fire rated 5.

2. Reduces overcrowded conditions at Bancroft.

3. Desegregate Mann School and provide for integrated education for the
student population in the defined areas.

Timetable:.

1972-73 Planning

197344 Staff Development, Construction begins

1974-75 Construction completed, Students assigned, Staff Development continued,
Programs implemented
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4. 80VICR0FTN0PTHPnpSTANOISH CLUSTER

Establish primary centers at Northrop and Standish and an interrediate center at

Bancroft.

Effects of Change:

1. Desegregate Bancroft and provide integrated edqcational experiences for
pupils at Bancroft, Northrop and Standish.

2. irproves racill cor ition within the three sch11s.

3. Utilizes three structures that are educationally sound that were built
after 1910.

Timetable:

1972-73 Planning

1973-74 Staff Development

1974-75 Implementation date to be coordinated with Expanded Community School
south of Lake Street.

5. EXPANDED HALE-FIELD COMMUNITY

a. rwistruct additions to Hale and Field that will absorb the Fuller School
population.

b. Addition at Field will accommodate 150 students and expand Field lunchroom
into multi-purpose facility.

c. Addition at Hale will accommodate 200 primary age children and a multi-purpose
room.

EffaCts of Change:

1. Eliminates Fuller which is a pre-1900 building, fire rated 5.

2. Improves the racial composition of the Hale-Field Schools.

3. Hakes a contribution to socio-economic composition.

Timetable:

1972-73 Planning

1973-74 Planning, Staff Development, Construction begins

1974-75 Students assigned, Implement programs. Staff Development continued

6. BRYN MAWR-DOUGLAS-HARRISON-KENW000 CLUSTER

a. Eliminate...12E91as and improve Bryn Haw. Harrison and Xenwood plants.

b. Develop primary center (K-3) on Kenwood and Bryn Mawr sites.

c. Estalilish intermediate center (4-6) at Harrison.

d. COnstruct additions to Kenwood and Harrison Schools.

Effects of Change:

1. Improves racial and.socio-economic composition of affected schools.

2. Eliminates Douglas which is a pre-190 building.

3. Provides opportunities for diversity in program and instructional options
for children and parents.

4. Absorbs the Hay population south of Olson Highway.
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Timetable:

1972-73 Planning

1973-74 Construction begins, Stafi Development

1974-75 Rehabilitation cf Bryn Mawr, Douglas closed, Pupils assigned

7. BREMER-CLEVELAND-WILLARD CLUSTEF

a. Develop primary centers (K-3) It Claveland and Willard.

b. Establish Bremer as an intermediate center (4-6)." -

c. Include the Willard and Lowell stuJents who live west of Penn Avenue 4nd the
entire Cleveland and Bremer area.

dr. Remove Willard kindergarten students presentty assigned to Harrison.

Effects of Plan:

1. Improves racial composition of tte affected schools.

2. Better utilization of equipment and teaching materials because of a
shorter age span.

3. Better utilization of specialized personnel.

Timetable:

1972-73 Planning

1973-74 Staff Development

1974-75 Imple ation coordinated with conpletion of North area Expanded
Communi,.; School.

MI. HAY (LINCOLN)-LORING PAIRING

a. Develop a primary center (K-3) at Loring -- requires addition.

b. Develop an intermediate center (4-6) using converted Lincoln.

C. Assign pupils from Hay, Loring and Penn to 'letwo remaining schools.

Effects of Plan:

1. Improves racial composition.

2. Lincoln provides excellent facilities for shop, physical education and
special interests.

3. Eliminates Penn which is a number 5 fire rated building.

Timetable:

1973-73 'Planning

197344 Begin construction at Loring, Staff Development and Planning

1974-75 Phase out Penn, rehabilitate Lincoln, Assign students, Implement program,
Continue Staff Development

9. BETHUNE-HALL-SHERIDAN-WEBSTER CLUSTER

M. Develop primary centers (K-3) at Bethune and Hall.

b. Construct a new Webster to house all students in sirades 4-6 from Bethune, Hall,
Webster, and Sheridan.

C. Clgse.erescott_School.concurrent with the opening of ihe new Webster; disperse
ilident1-IrriiFf6i5dIng schools.

141246,
'W:41 7E-4, rt.c
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Effects of Channe:

1. Improves racial compositian for affected schools.

2. Provides ail students with high Quality educational plants.

3. Removes elementary students '-om Sheridan.

4. Fulfills agreement with Webster community and Housing Authority to build
a new Webster School.

5. EllmIlltellrelcott which is a nonber 5 fire rated building.

Timetable:

1972-73 Planning

1973-74 Begin construction of Webster, Stiff Development and Planning

1974-75 Construction completed, Students assigned. Prescott closed. Staff
Development and planning, Sheridan serves grades 7-9.

10. DEVELOP A PILOT LEARNING CENTER AT WEBSTER SCHOOL

Effect of Change:

Provides an opportunity for interracial contacts, educational experiences, and
skill development not available in the home or school.

Timetable:

1972-73 Planning

1973-74 Planning and Staff Development

1974-79 Establish a center.

5Ci2
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SECONDARY DESEGREGATION/INTEGRATIOU PROGRAM

A. Introduction

The Secondary Division's or000sals for desegregation-integration contain three basic
approaches for achieving a better racial and socioeconomic composition in the schools.

1. Changing from 3 Year to 4 Year Senior High Schools

Movimg 9th graders into the sen'ar high schools will enrich educational oonot-
tunities for them. They will ha71 available to them specialized courses and
facilities such as advanced sciente, vocational education, advanced home econumics
and industrial arts, foreign langu,ge laboratories and computer terminals.

When 9th graders become part of a high school which serves a larger geographical
area th(,!y have greater opportunities f7r COntaCt with a wider range of students
economically and racially.

2.. 7 - 8 Szhools

By concentrating staff and facilities in the junior high schools upon the 7th
and Bth grades only, better utilization is made of both the facilities and the
staff. Greater numbers of students at each s-ade leve/ will allow improved utili-
zatioq of teaemers and plant. 7th and 8th grade students will have a wider range
of opportunities, especially in art, induitrial arts, home economics, science and
foreign language than they would have availab..e to them in a junior high school
which serves three grades.

The reorganization of junior high schools into two-grade units will mean they also
serve larger geographical areas which provides greater opportunity for contact with
a wider range of students economically and racially.

3. BoundaryChanges

The school district has historically changed boundaries to alleviate overcrowding.
Boundary changes should be made which will contribute to the improvement of the
racial composition of the schm's. Boundtry adjustment is thta most economical and
feasible way of moving toward ale improveient of racial comdosition in schools.

B.'Proposals

1. Boundary Changes Between Central and Washburn:

a. Include the area north of 46th Street between Lake Harriet and Micollet in
the Central attendance area.

b. Washburn's boundary is moved north between 35W and Columbus coincide with
Field's northcrn boundary.

Effects of Change

I. Enables the Field-Hale students to stay together from Kindergarten
through 12th grade.

2. Brings 60 students (70% minority, 30% majority) into Washburn over three
years which improves racial and socioeconomic composition ,P.! Washburn.

3. Brings 200 .students (majority) tu Central, which improves the racial and
socioer,r,onomic composition at Central.

11. Over a three-year periA, diange brings a total of 140 additional
students'to Central and better utilizes the facility. It also relieves
Washburn's overcrowding by the same number of students.

Timetable:

1972-73

1. 65 incoming 10th graders will attend Central rather than Washburn

2. 20 incoming 10th graders will attend Washburn rathee 1-lan Central

C!. Staff Development

11-536

585
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1973-74

Same as 1972-73

1974-75

Same as 1972-73

2 Ramsey-Washburn Reorganization

a. Change Ramsey Junior High from a 7-9 grade organization to a unit housing
9th grade students. s-

b. The Ramsty unit will be considered part of the Ramsey-Washburn 9-12 campus.

c. Ramsey will house those 9th graders who would have gone to Anthony and
Bryant as well as Ramsey.

Effects of Change

1. Ramsey will reflect the entire range of the racial and socioeconomic
composition present in the southside community.

2. Ramsey's enrollment will be reduced and serious overcrowding will no
longer exist.

Timetable:

1972-73 Planning and Staff Development

1973-74 Staff Development

1973-74 Ramsey's enrollment will consist of:

1. No 7th graders.

7e. 402 8th grader:, who attended Ramsey as 7th graders in 1972-73.

3. 421 9th graders who attended Ramsey as SO graders in 1372-73.

4. 309 9th graders yho attended Bryant as 8t -s in 1972-73.

1974-75 Ramsey's enrollmeit will consist ol 1080 .ers from Rams4,
Bryant, and Anthony.
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3. WHOM' 7-8 SCHOOL

a. Anthony Junior High changes from a 7-9 school tc a 7-8 school.

b. Anthony will house students t-lm its present area, except incoming 7th
graders from Burroughs.

c. Students from Windom, Page, 7ieb. Hale an( .hrop who would have formerly
gone to Ramsey will attend

Effects f Charo:

Anthony will reflect the range of the raciA and socid:.economic composition
present in the southside community.

Timetable:

1972-73 Planning and Staff Development

1973-74 Staff Development

Anthony's enrollment will consist of:

1. 7th grader- fmm the new attendance area.

2. 293 BUI graders ./no attended Anthony as 7th graders in 1972-7..

3. 370 9th graders ype, ittended Anthony as 8th graders in 1972-73.

1974-75 Staff Development

Anthony's enrollrent will consist of:

1. 576 7th graders from the new attendance area.

2. 519 8th graders who attended Anth4ny as 7th graders in 1973-74.

3. .No. 9th graders.

4. BRUM -8 SCHOOL

a. Bryant Junior High changes from a 7-9 school to a 7-8 school.

b. Bryant will house students from its present area except those incoming 7th
graders from Northrop and Field.

c. Students from Barton and Fuller who formerly would have gone to Ramsey will
attend Bryant.

d. Students from Burroughs who formerly would have gone to Anthony or Ramsey
will attend Bryant.

Effects of Change

Bryant will reflect the range of racial and socio-economic composition present
in the souths1d7! nlnity.

Tiretable:

1973-73 Plz.inning

1973-74 Staff Development

Bryant's enrollment will consist of:

1. 536 7th.graders from the new attendance area.

2. 322 8th graders who attended Bryant as 7th graders in 1972-73.

3. No 9th graders.

1974-75 Staff Development
567.

11-538



brought in.

3. A remodeled Phillips facility will be used to capacity.

4. The racial composition at Phillips will be improved.

5. Enrollment at Phillips will be 1040.

Timetable:

1972-73 Planning

1973-74 Staff Development

120 incoming 7th graders from Whittier 61d Lyndale enter Phillips

15 incoming 7th gradems from Seward enter Phillips

1974-75 Same as 1973-74

1975-76 Same as i973-74

6. SANFORD BOUNDARY CHANGE (PHILLIPS)

a. The Sanfordfioundary is changed so that Phillips will include all of the

Seward attendance area.

b. Students living in the southeastern corner of the Seward district wil/

longer attend Sanford.

Effects of Change

1. Provides relief of the overcrowding at Sanford.

2. 45 students are moved from Sanford ta

Timetable:

1972-73 Planning

1973-74 15 incoming 7th graders from Seward ....t11 rther than

Sanford.

1974-75 Same as 1973-74.

19.75-76 Same as 1973-74.

JEFFER5W BOUNDARY CHANGE (LINCOLN, FilILLIPS) *

a. The Jefferson boundary will be moved north to Olsoh Highway.

b. Jefferson will serve as a home school for all Harrison studefAt arl those Hay

students living 1,Juth of Olson Highway.



brought in.

3. A remodeled Phillips facility will be use

4. The racial composition at Phillips will t

5. Enrollment at Phillips will be 1040.

Timetable:

1972-73 Planning

1973-74 Staff Development

120 incoming 7th graders from Whittier 61d L5

16 incoming 7th grade,..s from Seward enter Phi

1974-15 Sare as 1973-74

1975-76 Same as 1973-74

6. SANFORO BOUNDARY CHANGE (PHILLIPS)

a. The Sanfordfioundary is changed so that Phill

Seward attendance area.

b.. Students living in the southeastern corner ol

longer attend Sanford.

Effects of Change

1. Provides relief of the overcrowding at Si

2. 45 Students are moved from Sanford La Phi

Timetable:

1972-73 Planning

1973-74 15 incoming 7th graders from Seward 'Al

Sanford.

.1111ft1.1 ft. IreP, IA



10. FRANKLIN 7-8 SCHOOL

a. Franklin boundary moves north to include that area of Bremer east of Dupont and all

of the Yc'inley district with the exction cf two blocks at the northern edge of

the McKir.:ey district which will be optional to Olson.

i. The western area cf Bethune is placed in the Franklin attendance area.

c. *Franklin's 9th graders attend rorth High School.

EffActs of Chance

1. Franklin becones a 7-8 school.

2. Franklin gets maximum use.

3. Franklin's racial composition is improved.

4. It becomes possible to establish a magnet pror-am at Franklin designed to

serve North and Northeast.

Timetal-(1:

1972-73 Planning

Boundary changes with Jordan and Lincoln will be completed.
Franklin becomes a 6-9 school.

1973-74 Staff Development

Franklin th graders will attend North. Franklin becomes a 6-8 school.

1974-75 Staff Development

Nattthorne 6th graders will be sent to new Expanded Community School and Franklin

becames a 7-8 school. Magnet school at Franklin is established.

11. LINCOLN JUNIOR HIGH GRADE REORGANIZATION

Lincoln will be changed from a junior hign cr,ltaining grades 7-9 to a 4-6 intermPdiate

school.

Effects of Change

1. Room becomes available for a 4-6 intermediate school.

2. Eliminates Hay which is an obsolete building.

Timeta"e:

1972-73 All incomi" graders from Bethune will attend Franklin.

1973-74 120 incoming 7th graders from Willard will attend Jordan
100 incoming 7th graders from Harrison and Hay (south of Olson Highway) will

attend Jefferson.
95 ffay students living in the new Jordan attendance area will attend Jordan

(north of Olson Highway)

1974-75 All Lincoln students move to North,(as 9th and 10th graders).

12. OLSON-HENRY*REORGANIZATION
a. Olson tecomes a 7-8 school.

b. Henry becomes_a 9-12 senior high.

Effects of ',..hanoe

1. s enrollment is reduced to make room for urban transfers.'

2. The overcrowded condition at Henry is relieved.

3. Menry will be able to receive urban trapsfers in 1975-76.

Timetable:
197243-Manning
1q73-74 Staff nevelopment - Henry 7th grnders Attend Olson.

1974-75 Staff Uevelopment - Olson's 9th .graders attend Henry.
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Integration Efforts in Schools Not Affected by Boundary Changes or Grade Reorganization:

Junior High Schools:

Urban Transfer Program:

Through Urban Transfer Program, Folwell Junior High School and 01!:nn Junior
High School have been desegregated to the point that the minority populati.)" at these
two junior high schools is just over 10%.

Beginning in spring of this year intensified efforts will be made .o increase
th! number of students takinn idvantlle of tr.. Urban Trans:er crogra.i. The :? efforts
will be rade in the scrools -hich are presently receiving uroan transfer stude.s,
well as in schools which. wifl have soace available in the future. Plans will be made
this spring to increase the uumber of students taking advantage of urban transfers into
Sheridan Junior High School for the fal'. Since space will become available in the fall
of 1973, because of declinin4 enrollments, Northeast Junior High School and Nokom s
Junior High School will become available as receiving schools for urban transfer
students.

Space will become avail..ble in Southwest Junior High School in the fall of 1974 for
urban transfer students.

Magnet and Enrichment Programs:

Planning will start in the fall of 1972 for the development of a magnet program at
Franklin and an enrichment program at Bryant. These programs will provide opportunities
for enrichment and acceleration for students with interests and abilities to take
dvantage of such programs. The Franklin program will be designed to attr junior
high school students from North Minneapolis and Northeast Minneapolis.

Learning Centers: (Junior High)

Vpon the completion of tn_ new Webster Elementary School, elementary students will
no longer be housed at Sheridan. This will make space available at Sheridan Junio- High
School'. In the fall of 1972 , lanning will begin to create an ethnic studies center at
Sheridan. Junior high school students from all over the city will be able to partici-
pat- in special activities at the center designed to provide opportunities for students
to have multi-racial contacts and to study the contributions of various ethnic groins.
It is proposed that during any school year students could spend from two to four weAs
at the ethnic studies center. Emphasis will be placed on attracting students from
schools which will not be affected by desegreyation-integration programs to meet with
Ftudents from schools with high concentrations of minority population.

Senior High SchLols:

Urban Transfer Program:

Partly due to the Urban Tra,sfc gram, marshall-University High School's minor-
ity enrollment is over i5%. In the ,, of 19,4 Edison High School's enrollment will
decline to the point that Edison will be e'lgible to receive urban transfers. During
the 1972-73 school 'ear special efforts will be made to attract urban transfers to
Edison, as well as to r A the school more attractive to minority pupils.

Magnet Programs:

The Plagnet Program at Central High School will be open to interested and able
students city-wide. As soon as room is available at the new North High School, a
magnet program simiear to the program at Central High School will be initiated at North.

Vocational Learning Laboratois

A memr comptlent of a full, rewarding and productive adult life is gainful employ-
ment. A loidly cnenging labor market, spurred by an accellerating technology, demand,
pre-employment 71:iain1ng. (Approximately 60% of Minneapolis Public School's High School
graduL,..es do not triter Collegiate institutions.).

Planning is currently underway for greatly expanded vocational offerings both at
the Vocational School and the ten comprehensive high schools. While still in the early

. stages of development these programs Will furthar facilitatVimplement the human rela-
tions guidelines adopted November, 1970.
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Serious consideration is being given to a P reposal for converting the present area

vocational-technical school into a vocational learning laboratory open to secondary

school students throughout the city. In order to accomplish this, a new post high
school area vocational-technical school will have to be built to provide for the post

Pigh school students now being educated in our present building. After the conversion

of the present building to a vocational laboratory, '1th and 12th grade senicr high

stients would have the option of leaving their hore high schools to attend the voca-

tiolal laboratory on a full day basis for one or .nore quarters.

The intrcJvction of the (1...orter :11n to the senior high schools will rake "-e
vocat.onal laboratory easily accessible to all senior hien school students. Serving as

such a laboratory the vocational building will pr-ide opportunities for many more
senior nigh school students to learn in an integraLed setting.

A Citizens Advisory Committee on Vocational Education is present.y working on the

plans for a post high school facility. The administration hopes to receive a report
from this committee giving the time table for the referendum and building schedule
sometivi within the next several months.

Other learnin g Laboratory Opportunities for Senior Hioh School Students:

Urban Arts
Work Opportunity Center
Bryant Youth Educational Support Center (Y.E.S.)
Lincoln Learning Center

Other kinds of opportunities for learning laboratories will be expanded and new
ones developed throughout the city. These learning laboratories will make short-term
integrated experiences available to more students.

Inter-School Visits for Students

Opportunities for integrated learning will also be provided through tge developnent

and proration of inter-school student visits. These visits will be between schools that
have stvdents with varying racial and ethnic backgrounds. Some student visits may eso

be developed with schools outside the city.
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IV. GONCLUSIO!1

The proposals included in these recommendations were de.,loped with great care, The
children of the district hive been kept in central focus as these prcoosils were devciiped.
These prcposals if i-olemented will: replace 13 old and antiquated buildin,7s, provio: for
three new expand,.1 c:rmunity schools and or2 new elementary school plus rehabilitatior Ind
updating of 17 bJildings. Elementary studrts in several areas of the city will have tt.e
opportunity to participate in new grade pla:.-ent programs where human and material re;sL es

can be concentrated to su000rt learning. Scnrdary students will have new graJe arrangE.:.:nts
concertr!tir: n.:-'1r1 of l'nes
will cw:tri'.. in t2n Le rait-
vided new 1, nirl :4port as a great facia1ty and staff increase their capacity to support
maximum learning for all students. The Human Relations Guidelines speak to the importance oi
the basic skills and the educational and social opportunities necessary GD insure our students
success in a complex and multi-ethnic world.

This report, if anproved and supported, will permit the Minneapolis school system to
move in the proper direction and at the appropriate time.

a.
576

11-547

;
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In grade 11 the total percent of "Yes" responses was 67%, but in
grade 12 it was 49%. In the latter grade a majority of blacks
responding answered "No."

Attitude Toward Opposite Race

A Social Belief Inventory was administered to 183 students
(134 whites and 49 blacks) in grades 8-12 in study halls of the
junior high and senior high schools during the time the Study Team
made its on site visit. The purpose of the inventory was to sample
students' beliefs about and cognitions of members of the opposite
race, with the hopes of determining how such beliefs and cognitions
affect the behavior towerd the opposites.

The inventory was a Likert-type scale which asked students to
indicate their agreement or disagreement with each of twenty-three
items by checking Strongly Agree, Agree, Unsure, Disagree or Strongly
Disagree. Two forms were used, Form A which was completed by white
students, and Form B used by black students. A frequency check was
made to determine the number and percentage of students who responded
on each item.

Tables 14-16 summarize items found on Form A, and Tables 17-19
summarize those found on Form, B. The choices Strongly Agree, Agree,
Unsure, Disagree and Strongly Disagree were converted to values from
one to five with one being Strongly Agree and five being Strongly
Disagree.

After obtaining the frequency check for each item an attempt
was made to determine which items in the inventory were highly
related to each other. For this purpose the statistical technique
of factor analysis was used. The purpose of factor analysis in
this case would be to identify clusters of interrelated items in
order to cllrify the conceptual'content of the questionnaire, and
to aid in the removal of highly'spr--tific and uninformative items.

On the basis of the item int.._arrelations a table of factor
loadings was obtained using the.conventional method of principal
factor analysis (Tucker communality estimates, Kaiser's latent root
one criterion for number of factors) followed by varimax and promax
rotation.

The f.:actor analysis is useful for identifying homogeneous subsets
of items and can be regarded as a descriptive classification of the
items on each instrument. In this case it resulted in the identifica-
tion of seven factors on each form. Items which have high loadings
on each factor can be expected to be highly related in terms of their
observed correlations. On the basis of the promax primary factor
loadings the factors which appear below were identified. Also a table
of correlation among the items with loadings -.30 is presented for
each factor.

400



Form A

Factor I Belief in whites' knowledge and understanding of black
culture, competence and mannerisms.

LoadinA Item/Description

Open recognition of color may embarrass minority groups.

There ohould be laws restricting interracial marriage.

Black supervisors,'mansgers and administrators are
appointed because they are black.

.68 ".:1.

.66 2j

.63 22

.58 9

-.55 4

.38 16

2

23

22

9

4

16

Minority groups are not dependable.

Minority groups have a heritage of vhich they can
be proud.

Most minority groups are angry.

Item Intercorrelations --Factor I

2 23 22 9 4 16

-- .21 .15 .25

_
-.17 .20

.21 -- .36 .43 -.47 .31

.15 .36 -- .40 -.30 .33

.25 .43 .40 -- -.45 .43

-
-.17 -.47 -.30 -.45 -- -.33

.20 .31 .33 .43 -.33 --

Tables 14 and 15 give a comparison of responses, by sex, an each
of the items relating to this factor. The comparisons for this and other

factors are listed below. For the purpose of this study those responses,
listed in percentages, are reported in three categories, Agree, Unsure,

and Disagree. Strongly Agree and Agree were combined as were Disagree

and Strongly Disagree.



Factor I --Items --Form A

2 Open recognition of color
may embarrass minority groups.

23 There should be laws restricting
interracial marriage.

22 Black supervisors, managers, and
administrators are appointed
because they are black.

9 Minority groups are not dependable.

4 Minority groups have a heritage of
. which they can be proud.

A

*U

A

A

Male Female

45% 162

37% 33%

26% 45%

25% 52

14% 12%

51% 77%

20% 42

30% 25%

40% 65%

14% 9%

24% 15%

42% 77%

65% 672

23% 20%

11% 92



16 Most minority groups are angry. Mala Female

352 172
-.

312 482

307 352

/actor II

Loading

Belief in overaggressiveness of blacks.

Item/Description

.61 11 Minorities are trying to use whites.

.56 19 Racial color is the real determinant of behavior.

.44 6 Minority groups must be controlled.

.38 5 Minority groups are oversensitive.

Item Intercorrelations--Factor II

11

19

6

5

11 19 6 5

--- .38 .45 .2Z

.38 -- .40 .25,,

.45 .40 -- .34

.21 .25 .34 --

The male-46=1e responses for items in this factor were:

11 Minorities arr trying to use whites. Male

A

II

Tamale

332 72

30% 352

nz 59%

.'1.j4



19 Racial color is the real
determinant of behavior.

6 Minority groups must be controlled.

5 Minority groupa are oversensitive.

A

A

Male Femule

31% 13%

16% 23::

44% 56%

47% 15%

20% 22%

i

32% 63%

A 38Z 30%

39% 47%

D 23% 22%

Factor III Relief ckr dapeNia,:cr. whites.

Loading IteviD:as7lotion

Minoriny grecw:4 will always welcome and appreciate
incluaim i uhite society.

.68 17

,50 14

.47 1

.41 7

The lower-class black can be blamed for most r.f Se
prejudice against blacks.

Color V; ,..tot important in individual relationmhips,

Most minority groups can handle whites' honest behavior
and feelings.



Item Intercorrelations --Factor III

17

14

1

7

17 14 I 7

-- -.27 .36 .24

-.27 -- -.31 -.19

.36 -.31 -- .27

.24 -.19 .27 .-

Hale --female responses:

17 Minority groups will always welcome
and appreciate inclusion in a white
society.

14 The lover-class black can be blamed
for most of the prejudice against
blacks.

1 Color is not impoltant in individual
relationships.

A

A

A

Ma:te Female

72

382 502
-

362 372

232 272

412 352

252 382

62% 67%

202 152

162 182
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7 Most minority groups can handle
whites' honest behavior and
feelings. A

Male Female

33Z 31%

34Z 43%

14Z 22%

Factor IV Belief in the superiority of Whites.

Loading Item/Description

.66 10 "Liberal" whites are free of racism.

.44 3 White society is superior to minority group societies.

Item IntercorrelationsFactor IV

10

3

10 3

.26

.26

When there are only one or rwo items in a factor it is difficult to

tell exactly what they mean; however, the one and two factor items are

presented any way. Malefemale responses on this factor were:

10 "Liberal" whites are free of racism.

A

Male Female

19% 13%

35% 422

36% 45%



3 Wkite society is superior to
milority group societies.

A

Male Female

31% 16%

16% 12%

53% 72%

Factor V Belief in whites' ability to empathize with minority problems.

Loadin Item/Description

.65 15 Whites cannot fully understand what it means to be a
member of a minority group.

Malefemale responses for Factor V.

15 Whites cannot fully understand what
it means to be a member of a minority
group.

A

Hale Female

47% 452

19% 22%

23% 322

Factor VI Belief in interdependence of the races.

loading Item/Description

.52 12 Different racial groups need to depend upon each other.

Malefemale responses.

12 Different racial groups need to
depend upon each other.

Male Female

61% 602

18% 322

10% 52



Factor VII Belief in the worth of individuals, regardless of color.

Loading Item/Descripcion

. 48 20 I may be part of the problem.

. 34 8 Members of minority groups Axe individuals, with
individual feelings, aspirations and attitudes.

Item IntercorrelationsFactor V

20

a

20 8

.25

.25

Malefemale responses were:

20. I may be a part of the problem.

8 Members of minority_groups are
individuals with Ladividual
feelings, aspirations and attitudes.

A

A

Male Female

19Z 22Z

32% 35%

41% 35%

63% .69%

16% 152

12Z 16%
.



Form B

Factor I Belief in racist tendencies in whites.

Loading Item/Description

All whites are alike..83 18

.83 17

.74 16

.73 23

-.52 15

.51 21

18

17

16

23

15

21

Whites are united in their attitudes toward monority
groups.

All whites are racists.

There should be laws restricting interracial ma-.7riage.

Some whites have "soul."

Blacks cause neighborhoods to run down.

Item Intercorrelations--Factor I

18 17 16 23 15 21

-- .58 .67 .63 -.40 .45

.58 -- .52 .66 -.51 .41

.67 .52 -- .59 -.35 .39

.63 .66 .59 -- -.40 .29

-.40 -.51 -.35 -.40 -- -.23

.41 .39 .29I.45 -.23_ --

Tables 17 and 18 show a comparison of responses, by sex, on each of
the items relating to this factor. The comparisons for other comparisons

for this and other facto71 are listed below. As with the reporting of

Form A results, responses are listed in percentages and are reported
in three categories, Agree, Unsure and Disagree. Strongly Agree and

Agree were combined as were Disagree and Strongly Disagree.



Factor I --Items --Form B

18 All whites are alike.

17 Whites are united in their attitudes
toward minority groups.

16 All whites are racists.

23 There should be laws restricting
interracial marriage.

.A

A

A

A

Male Female

12% 13%

32% 48%

52% 30%

20% 35%

36% 2e%

20% 26%

4% 13%

16% 9%

56% 69%

12% 13%

4% 13%

60% 52%

15 Some whites have "soul."

52Z uz
. 4% .42 ,

202 392

;di. 'It-1i,
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21 Blacks cause neighborhoods to
run down. A

.D

Hale Female

82 172

162 92

522 602

Factor II

121Aing

.60

Belief

12.

in the interdependence of races.

Item/Description

Different racial groups need to depend upon each other.

.54 10 Discussion and cooperation are possible ways to
achieve progress.

.53 22 Black supervisors, managers, and administrators are
appointe0 because they are qualified.

.51 3 Whites cannot and will not change except by force.

.46 2 The best way to be seen is to be heard.

12

10

22

3

2

Item Intercorrelations--?actor II

12 10 22 3 2

-- .33 .39 .17 .34

I

.33 -- .33 .17 .33

.39 .33 -- .16 .13

.17 .16 .16 -- .27

.34 .33 .13 .27 --

4 1 1

11-384



Malefemale responses on Factor II were:

12 Different racial groups need to
depend upon each other.

10 Discussion and cooperation are
possible ways to achieve progress.

22 Black supervisors, managers, and
administrators are appointed because
they are qualified.

3 Whites cannot and will not change
except by force.

2 The best way to be seen is to be heard.

A

A

A

II

A

A

Male Female

60% 61%

20% 26%

4% 4%

322 61%

48% 30%

8% 4%

44% 69%

16% 4%

16% 13%

36% 52%

36% 26%

282 .132

44X, 652

26%.

20% 8%



Factor III Belief in blacks' ability to handle exploitive tendencies
of whites.

Loading Item/Description

The lower-class White is the root of racial

prejudice against.blacks.

Whites are always trying to use members of
minority groups.

.76 14

.61 11

.33 6 Whites must deal on minority terms now.

Item Intercorrelations --Factor ///

14

11

6

14 11 6

--

--

-.10

-.25
,

-.10.49

.-.25

Pale--female responses on Factor ITI were:

14 The lower-class white is the rooc of
racial prejudice against blacks.

11 Whites are always trying to use
members of minority groups.

A

Male Female

282 652

362

-

02

162 262

. .

282 602

402 302

202 132



6 Whites must deal on minority terms now.

D

Hale Female

40% 657

32% 13%

24% 18%

Factor IV Belief in superiority of whites.

Loading, Item/Description

White persons on the whole tend to improve other minority
groups with which they come into contact.

.62 13

.58 19

.39 10

Racial color is the real determinant of behavior.

I may be pari of the problem.

Item Intercorrelations--Factor IV.

13 19 20

13

19

20

-- .29 .15

.29 -- .28

.15 .28 --

Male --female responses for Factor IF:

13 White persons on the whole tend to
improve other minority groups with
which they come into contact. A

Female

20% 43%

36% 22%

16% 26%



19 Racial color is elm real deterellant
of behavior.

20 I may be part of the problem.

A

II

Male Female

312

92'

44%

20%

16% 472

362 92

122 222

282 522

Factor V Belief in whites' ability to aid the black cause.

Loading Iten/Descriotion

-.69 7 Some Whites can help and "do their own thing."

.47 1 Whites are not really trying to understand the situation
of minority groups.

Item Intercorrelations --Factor V

7

1

7 1

-.33

-.33

Male--female responses for Factor V:

7 Some Whiten can help and "do their
own thing.'

415
11-388

A

Male Temele

72% 66%

222 132

82 172



1 Whites are not really trying to
understand the situation of minority
groups. A

Male Fenale

28% 39%

48% 302

24% 26%

Factor V1 Belirf in the humaneness of whites as evidenced by a change
of white attitudes toward blacks.

LoadinR .Item/Description

.57 4 White persons are less prejudiced today.than they used
to be.

- .51 8 Whites are human, and whether they should or not, do
have their own hangups.

Item Intercorrelations--Factor VI

4

8

4 8

.32

.32 MIMEO

Male--female responses for Factor VI:

4 White persons are less prejudiced
today than they used to be.

64% 65%

13%

. 202 ...182'



8 Whites are human, and whether
they should or not, do have
their own hangups. A

D

Male Female

842 962

42 4%

. 42 02

Factor VI/ Belief in the trustfulness and truthfulness of whites.

LoadinK Item/Description

.44 5 Whites are distrustful.

.41 9 Whites will let you down when the going gets tough.

/tem IntercorrelationnPactor VI/

5

9

5 9

.13

.13

Malefemale responses for Factor VII:

5 Whites are distrustful.

9 Whites will let you down when the
going gets tough.

A

Male Female

242 572

522 262

202 182

122 612

482 92

202 262
4



Though both Form A and Form B of the inventory provided
useful information about the attitudes of students toward the
opposite race, the writer chose not to venture conclusive state-
ments about how students' beliefs and cognitions affect their
behavior toward the opposite race. Such would not be desirable
considering the unsystematic way the sample was drawn, among
other reasons. It is worth noting that the trend of the data at
hand indicates that white femaies tended to feel more strongly
about, and respond with more sensitiveness than did white males
to factors one through four. There was less difference in the
manner of responses in factors five through seven. In the case
of both male and female, the older students, grades 11-12, tended
to respond less strongly on factors one and two.

In general there were sexual differences in the way blacks
responded to factors two through four. Black females tended to
be stronger in their belief about those factors than did black
males. It was interesting to note that black males and females
tended to record a higher percentage of "Unsure" responses to the
items in their inventory. It was likewise interesting to note that
the older students, grades 11-12, were quite strong in the beliefs
in factors five through seven.



CHAPTER VI

ANALYSES--PLAN, PROGRAMS, PRACTICES, PROCEDURES

A Summary of Ewing's Objectives and,P1an-

,' /-
The Ewing Board of Education was notifi4d>1n November, 1969 by

the New Jersey Equal Educational Opportunity Office that its schools
were racially imbalanced, and that the district had a shortage of
black teachers. The month following the notification the Board met
with EEO representatives to gain clarity on charges and to learn
about guidelines the latter had established for districts that were
imbalanced. From the date of that meeting the Board and its school
officials busied themselves laying the groundwork for the implemen,-
tation of a plan that would be acceptable to its patrons as well as
to EEO.

Using the guidelines established by EEO and recalling an
earlier practice that had been used in the district, the Board
elicited the help of a Citizens Advisory Committee made up of 65
persons representing a cross-section of the community's civic,
social and educational groups. The Committee, which later sub-
divided into three subcommittees, sought to identify problem areas
in race relations, to examine the racial imbalance that existed in
some schools, and to furnish the Board with recommendations on these
items.

Emanating from the Committee were recommendations that the
"middle school" concept and the "central school" concept might be
meritorious for Ewing, especially in light of the charges of im-
balance. Using the impetus gained from the Committee's work and
recommendations, and taking advantage of contacts that had been made
with the broader community the Board developed what was referred to
as The Reorganization Plan.

The objectives for the plan were 1) to improve. the_educational
system; 2) to achieve better racial balance; and.81...tn'ease the
overcrowding at the secondary level.

Accovding to school offiCials The Reorganization Plan has . been
and is being successfully implemented. With 'student gronpini,in
grades 6-7 and 7-8 the districthas Made better-Altilizationof,iltaff
and added a greater variety of neW programs at the sizthgradn.level
thus satisfying, in part, objective number One.:..AOr:Object*ye
nUmber two, the distriCt hired outaidi._eonsultail**hO4**0;of
the computer.in_redistrietingkracIalluanic41104**:001I'
minimum-of-18% nonwhite and maximum,of 23%.*i0est0OsbeVfOrLand
adhered to in each elementary nchooi. The effe-WoU.r*diatrieting
.was not only racial. -balance_ but .to some extent thret0p, pip*: of f!. the_

'neighborhood Schdol. concept:. -The'ihird objective was achieved, by ' 7
way of a $150,000 refqe6140 wbicb financed the purchase,
re1ocatable CIassrootis:that Could 1,e used at.the gantraf':

4)5 1:414,2.
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The Ewing plan was not widely known and advertised as a deseg-

regation plan, though impetus for the plan came from EEO charges of

imbalance. It did not require closing down schools or building new
schools, though the latter was once considered. Rather the plan

called for the use of every school concurrently owned and operated
by the Board, but with population shifts in several. For example,

there were seven elementary schools in the district before reorga-
nizatiol and there would be sevo.1 afterwards. The difference w.is

instead of housing K-6, each (with the exception of a small ele-

mentary school) would house K-5. One of the two junior highs
before reorganization was converted to a "middle school" where all
of the district's sixth and seventh graders were assigned. The

remaining junior high school became the "central school" for all of

the district's eighth and ninth graders. Tenth, eleventh and
twelfth graders continued to go to the only high school in the

district.

Ewing's plan resulted in some shifts of teachers, but no

firings or demotions. It resulted in some expansion of bussing
which cost the Board an estimated additional $60,000, but the bussing

was two-way and didn't require extremely long rides, or before dawn

pickups or after dark deliveties. Those affected by the plan, for

example parents, teachers and students, though perhaps inconven-
ienced by it, were not so disrupted as to cause any rejection of

it. In fact these persons as a group were supportive of or at
least accepting of the plan.

As mentioned earlier, the Ewing Board of Education had the
underlying task, but overriding goal to satisfy its patrons while
developing a plan that met with the approval of state officials.
The patrons were involved through the Citizens Advisory Committee,

"coffee klatches," the Board's meeting and other means. The state

officials were kept informed through memoranda from the Superinten-
dent to the Director of New Jersey's EEO Office, and they were
involved whenever the district saw the need to do so.

Ewing District--As a Comparative Desegregation Project Site

As was explained to the Superintendent and the Board when the

invitation was extended for Ewing to participate in this research
project, the district was chosen because it had been identified
from source data as one that was successful in bringing about
conflict-free desegregation. The project's major purpose was to
identify and describe the processes that led to that success.
While looking in retrospect at Ewing as one of the sites selected,
an attempt is made here to match the district against the initial
criteria used for selection to see how its plan, programs, prac-
tices, and procedures stack up on the basis of observation.

11-394
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Below are listed the criteria which relate to students, staff,
parents, and Instructional settings that were used in the site
selection process, and some indicators that were used as the Study
Team made its on site visit.

Criterion 1. Evidence that majority and minority students
and staff are structurally integrated1 into
the social system of the school so both hold
statuses and play roles that are equal in power
and prestige.

C-1 Indicators--1. Composition of student body in each
school--Each elementary school (K-5) in
Ewing has between 18%-23% nonwhite in its
student body. There is only one middle
school (6-7), one junior high (7-8) end
one high school (10-12), thus ail students
are assigned thereto without regard to
race.

--2. Ethnic composition of staff in each school
(refer to Table 5)--Ninety-four (947k) of
the total full-time staff in Ewing is
white, six (6%) nonwhite (or black). Of
the 297 full-time classrook teachers,
sixteen (16) or 5% are nonwhite. There
are eight librarians in the district, none
are nonwhite; there are ten counselors,
two are nonwhite (black). Three of the
six vice principals, or 30%, are black.

--3. Distribution of majority/minority group
students in each class (the Ewing Reorga-
nization Plan did not address the way
students were distributed in each class,
only in each school)--At the local school
level, elementary ilrtncipals gene,.ally
assigned students to classes heterogene-
ously, on the basis of such variables as
race, sex and personality of student and
teacher. Heterogeneous grouping is also
used in the middle school except for
mathematics where student ability groups
are used. Students are basically assigned
to classes at the eighth grade level by
the principal and counselor on the basis of
ability and ptior teachers' recommendations.

1
Structural Integration (definition used by the California

State Department of Education)--that situation in which staff
members, children and parents of all'ethnic groups hold statuses
and play roles throughout the school system that are equivalent in
power and prestige to those statuses occupied by. members of other
ethnic groups.



From grade nine through grade twelve stu-
dents are "given the opportunity to select
courses." Where discrepancies exist
between a teacher's perception of students'
ability and the course selected, the matter
is resolved by the counselor. The net
result of the procedure is that a large
number of blacks are found in basic and
average classes while white students are
found in advanced courses.

--4. Discipline--Each school, from the middle
school through the senior high school, had
and shared discipline codes. Each report-
edly interpreted and reinterpreted the
code to students each year. Most students
interviewed stated that discipline is
uniformly administered, though some voiced
dissenting opinions. The same opinion was
voiced by teachers, counselors and prin-
cipals, though a few of the former indi-
cated that some of their peers did not
understand or would not accept the
behaviors and life styles of students who
differed from their own.

--5. Integration of minority group students
into organizations and activities of
school--equal participation--The schools,
especially at the upper levels, don't feel
the need to "insure" equal participation
because these schools never operated as
segregated institutions. Tables 10-13
show that there is minority representation
in clubs and athletics. It was learned
that a lack of representation was basically
by student choice. It was also found that
black students hold offices and positions
such as president and vice president of
the student council at the high school,
captain of the boys basketball team, co-
captains of the football, soccer,
wrestling, baseball and track teams.

--6. Patterns of student/student interaction--
In general, students at the elementary
level interacted freely in:Classes, lunch-
rooms, cafeteria, on playgrounds-and the
like. The pattern of interaction as
students advanced in.grade and age was one
of "gravitating toward frienda." Usually
the friends were of the.same race,

,



Criterion 2. Evidence that rlcial/cultural isolation has been
reduced and 1..; reflected in the heterogeneity of
academic and n.JAacademic activities.

C-2 Indicators--1. (In addition to all of the above indicators)
A sense of fellowship and mutual respect,
as drnstrated by staff and student
piadiug, existslittle eviLlc,nce was seen
of student/staff planning. Programs and
procedures seem to be staff inspired and
initiated. This caveat must be mentioned
in fairness, that such planning if it
exists could have been overlooked due to
timing as it related to the Study Team's
visit.

--2. Evidence of avoidance of academic stereo-
typing--though "self selection" of courses
was reported to be the practice in upper
grades, the net result was placement of
nonwhite students in basic and average
classes and white students in advanced.
Though schools do not go out of their way
to stereotype students as inferior or
superior, no strong evidence was presented
to show tendencies in the opposite
direction.

--3. Evidence that teachers have the authority
that enables them to work confidently and
flexibly with students of varying abili-
ties and talents--Teachers were found to
have freedom to structure their classes
and programs to the extent needed to meet
varying needs and abilities.

Criterion 3. Evidence of mutual understanding and positive
interaction between majority and minority
students and staff.

C-3 Indicators--1. Schools' atmosphere--there was little evi-
dence of strained relationshipsthat.
existed between stUdents and atiff. .The'
atmosphere of.the Schools did'notappear
to have been affectedeitherposi4vel
or negatively by the reOiganiz4,t*Oga'4'
As was mentioned preViOusly;--theke,ia.more:
student to student interactienbeiween
races of lower: leliels,',.and More. Ofa,1 teWY.

dency toward separation at the upper'
levels.. There was.no evidenceof:atudent.:
protesta or conflictai.:howiiiei..



--2. Students' attitudes toward schcol--At the
junior and senior high levels, students
interviewed were neither overly positive
nor overly negative about their school.
When asked to share specifically their
feelings about their teachers in general,
the expressions tended more in a positivo.

direction.

--3. Counseling and guidance services--these
services were available to students with-
out distortion of race or color. The
Study Team encountered no resentment on
the part of'students to consult counselors,
nor observed any resentment on the part of
the counselors to consult with students.

Criterion 4. Evidence of curricular offerings and materials
reflecting cultural diversity.

C-4 Indicators--1. Curriculum offerings related to minority
experience or to majority/minority rela-
tions--As a recommendation of the
Curriculum Subcommittee of the Citizer3
Advisory Committee black studies was
expanded to all grade levels as a part of
established history courses and the social
studies program. Materials on black
spirituals and profiles on other black
contributions to American society and
culture were developed by an advisory
specialist in the district to be used as
resources.

--2. Library volumes related to the minority
experience or by minority group authors--
Each library observed at the upper leVels
subscribed to minority related periodicals,
and had a collection of hooks en the
minority experience. HOwever, theamis
effort was concentrated-On the Ewimg High
School to determine the:comprehensiveness
of the collection and subscriptions:. This:

library:subscribes to at:leaSteight----
minority-related:periO#Cals,maMely,H.
AfriCa RePortiTbOnYi, JourealOUNegro
Education, jdurnal:of NegrolliAtOrY,-j4egrO
History.Bulletin, COW(h4monthlY),'
CRISIS-NAAM (monthly), Sn4H4U01
OpOortunity-Newslettee OfytheN.7.7
Divisionon Pivilltights2.ThejibrAry's

approximately
and -other reference m*tey,A44

.trigh4rencie4On .-



--3. of varied instructional techniques
designed to weet the different learning
styles of students--The team observed that
the traditional, row-by-row, lecture-type
teaching dominated the classrooms observed.
This is not to say that there were no
classes observed in which differential

wura used. Po--
ever, it is to suggest that beyond the
elementary levels, innovative practices
were scarce.

Criterion 5. Evidence of successful academic achievement by
both majority and minority students.

C-5 Indicators--1. Achievement data on students in school.
Except for the total reading score and
total mathematics scores attained by each
elementary school on the Metropolitan
Tests, with an average computed for the
district, no achievement data were sought
from the schools. These total scores were
not broken down by ethnic groups.

Criterion 6. Evidence of comprehensive efforts to develop and
offer programs aimed at equalizing educational
opportunity.

C-6 Indicators--1. Evidence of use of Title I, ESAP or other
funds to develop compensatory programs--
The team found no evidence which indicated
that compensatory programs were set up
with Title I or other funds. However
Title IV funds were used for other purposes
(see Indicator 3 below).

--2. Evidence of use af resources within and
outside the school district to help devise
programs aimed at equalizing educational
opportunity--The Director of the New Jersey
EEO Office was called on whenever the Board
felt a need for her services. Through her
help the district was able to receive
Title IV funds that were used for re-
districting plans and for in-service (see
Indicator 3 below).

--3. Attempts at in-service training aimed at
such program development--Title IV funds,
in the amount of $100,000 for the first
year the plan was being implemented, were
used to pay teachers to atterrd workshops
and conferences for.self-improvement
during the.summer and during the regU

4 26



year. Cn of the district's black teachers
was hired full time as an "advisory
specialist." In this role she helped
coordinate in-service training activities
which included integrating New Jersey and
Black history, finding media resources
dealin;1 with Afro-American studies,
writin,; a reading curriculum for upgradud
schools. As an extension of the training,
a "home visitation" program designed to
bring teachers into contact with prospec-
tive kindergartners was established. Th.,:s

component had the effect of teachers
meeting parents and students on their own
"turf" and gaining a firsthand awareness
of students' backgrounds prior to their
enrolling.

Criterion 7. Evidence of parent and community involvement in
the desegregation process.

C-7 Indicators--1. Existence of a citizen's committee, or
advisory committee, to assist with de-
segregation plans--The 65-person Citizens
Advisory Committee commissioned by the
Ewing Board was a very strong component
in the latter's scheme.

--2. Evidence of biracial school committees--
The Team did not find any trace of bi-
racial school committees existing. When
local schools referred to committee work
they usually pointed to the Advisory
Committee as the strL ure. Though the
Board itself would nct be considered a
"biracial school committee" it might be
pointed out here that it does have black
representation. Two of the nine members
are black females, one of whom was
recently voted vice president.

--3. Evidence that parents and school community
are kept informed about problems.and suc-
cesses in the integration process-7-Ewing's
board publishes periodically a neWsletter,
"Ewing Township Board of EducationNews,"
which is sent to each known household in
the community. This official housereigan
is used to convey school:newsin general.
Additionally, the khool adMinistratiOn
set up a "rumor phone" into whichAmoblem
calls could be placed by;parente, students
or others. The phone wasOne-Wayof giving
the pnblic almost iMMediatelictess id 4
school:afficial:who:couWaddresS;:their '

problem.':



CHAP-L.1:R Vif

"INTEGRATNX:" IN RETROSPECT

Some Concluding Observations

Jane Nercer, a SocioloAis: at the University of California at
Riverside, California, uses in her studies of school district de-
segregation a five stage policy model designed to determine where
on the segregation to integration continuum a district. falls.
Since her model has implications for this paper it is briefly
described below:

Stage 5 - Moving Toward Integration: Philosophic Stance--
Equality of educational output, cultural
pluralism.

Stage 4 - Comprehensive Desegregation: Philosophic
Stance--Schools should have the same ethnic
proportions as the district's population,
students should have equality of educational
opportunity--the latter defined in terms of
input, same teachers, schools and texts.

Stage 3 - Token Desegregation: Philosophic Stance--
District no longer denies responsibility to
desegregate, it alters boundaries, builds new
schools, moves toward open enrollment and uses
as the underlying theme freedom of choice.

Stage 2 - De Facto Segregation: Philosophic Stance--The
Board of Education does not have the respons-
ibility to change a pattern that it did not
cause. The main theme is the neighborhood
school.

Stage 1 - De Jure Segregation: Philosophic Stance--It is
not the legal responsibility of the Board to
desegregate. The question is raised as to
whether the responsibility belongs to the state
or to the district.

Ewing was judged to be a racially imbalanced district in 1969
by the New Jersey EEO Office, but even at the time in question
Ewing was beyond Stage 1 on the above continuum. Currently, Ewing
is observed to be somewhere between Stage 4 and Stage 5, based on
perceptions received from people who were interviewed and those
received from activities, programs and practices observed.
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This school district has effected an ethnic proportion per
school which resembles that of the district.. Its plan listed as
one of its basic objectives improving the educational program for

all students. It has given attention to input variables such as
texts, curricular offerings, and to some extent teachers. All of

these attributes are characteristic of Stage 4.

Beyond this stage the rwing Board has moved in the direetion
of cultural pluralism as it mandated that black studies be expanded
to all levels and that they be integrated into New Jersey history
and into the social studies program. There has been some attempt

to bolster the nonwhite staff, some attempt to get parents, regard-

less of race, involved at the district level. Except in isolated
instances, there did not seem to be serious obstacles to students
sharing in equal status in extracurricular activities on the
individual school level. Even so, there are snme things that
suggest that the district has not yet reael- -,ge 5.

First of all, the focus in desegrega:ing Or rlcially balancing
has been at the district level, i.e., schnols in ae district having
the same ethnic proportions as that in the lisf,'Ict, and on each
student having access to equality of educational opportunity, as
defined by input variables. There seems to have been less emphasis
on equality of outcomes as they relate to the acAdemic placement

and skills performance of students. For example, schools at the

upper level pointed with pride to the fact that students select

their own courses. However, these schools did not offer explana-
tions of what they were doing to enhance nonwhite students'
performance in skill subjects, or what they were doing to reduce
the number of such students who are placed, in many instances dis-

proportionately, in the "Below Average" and similar classes. The

point here is tl'at schools were not operating under the same kind

of mandate that the district was. Therefore, they have not

reached the same point on the continuum as has the district.

Secondly, though there were reported attempts to increase tha
nonwhite teaching staff in the district, still only 5% (16 of 297)

of the classroom teachers are nonwhite, in this case black. There

are no nonwhite principals or librarians. At the central office

level, there is no minority person on staff, even in clerical

positions. The status of affirmative action in the district and
schools could be questioned on the basis of these figures.
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Final Remark-.4

The data in this report were generated from formal and in-
formal observations and from structured and unstructured interviews.
These data are not exhaustive, as they were collected by a team of

persons mado a forn:-0.1: 5it,? visit to Ewing, visiting six

of the districL's Lcn scho,ds. Li:71e and space constraincs made it
humanly impossible to capture every moment of the Ewing drama as it
unfolded. However, the team attempted to extract the substance of
all conversations and observations and to recold them correctly and
objectively in the hope that the Ewing portrait might prove bene-
ficial to others.
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INTRODUCTION

During the 1972-73 academic year, a research team working out of
Teachers College, Columbia University conducted case studies in districts where
comprehensive and effective desegregation processes had been implemented. The
Goldsboro City School systcm, Goldsboro No, t' was selected as a

site which hod provided evidence of practices and policies associated with

effective school desegregation.
A research team visited the Goldsboro City system during January and again

in February, 1973. Staff members in Goldsboro gave complete cooperation to
the research activities. The efforts of Superintendent James A. Buie and Assis-
tant Superintendent John Henry Wooten especially facilitated the research
activities which were conducted in the district schools.

The purpose of the study was to document effective school desegregation prac-
tices and procedures under a variety of conditions. Variables examined include:

student contact in academk and nonacademk activities
assignment and grouping at all levels
regrouping within classrooms

-staff interaction
-the effects of desegregation on school names and other aspects of

student identity
school policies for ensuring adequate student representation in school

activities
student groupings in such settings as lunchrooms, playgrounds, hallways

and lounge areas
parent representation in the schools

-current concerns of staff, students, and parents
-the roles of the district staff ond block and white community prior to

and during desegregation

Individual and group interviews were held with district adminhtrotors,
teachers, parents, community members, and students. Observations tool, place
in classrooms, lunchrooms hallways, and playgrounds. Thus, participant obser-
vation and structured and unstructured interviewing characterized data gathering
techniques. The data was analyzed to determine key variables and to examine their
linkage to resultant schpol programs and experiences for students, staff, and parents.

trl.



PART I

THE SETTING



DEMOGRAPHIC SURVEY IN THE SETTING

Incorporated in 1847, Goldsboro, North Carolina is an attractivesouthern
city centrally located, fifty miles southeast of Raleigh, the capital. In the
heart of the coastal olains section, it is fast becoming a distribution center in
wholesale trade. Its excellent rail and highway facilities provide convenient
means of iranshipment to other c es and towns.- The city is-served-by-two
railroads and eight trucking terminals, and is intersected by major highways.

Goldsboro is the county seat for Wayne County, North Carolina, and is
at the center of one of the great ag, *Mural areas of the United States.
Literature prepared by the Goldsboro area Chamber of Commerce indicates
thot tobacco is the principal cosh crop in the area, follcwed by corn, potatoes,
green beans, wheat, and soy beans. The sixteen grain producing counties of
Eastern North Carolina, of which Wayne is the center, form the largest grain
belt east of the Mississippi.

Light industry in Goldsboro and Wayne County includes the manufacturing
of furniture, textile, footwear, and foundry and leather products as well as
metal fabricating, and the production of electrical components and trans-
formers. While the diversified economy of Goldsboro is characterized by
strong local ownership, the largest employer in the area is Seymour Johnson

Air Force Base.
Goldsboro is governed by a mayor and five aldermen, elected biennally.

Municipal affairs are administered by a city manager selected by the Board. A
walk along the streets of the downtown shopping area reveals neatly kept stores,
busy with customers. One does not get the impression of a deteriorating city
center. However, census figures do reveal movement of the white population
to the county area, and a movement of the black population into the City.

Census figures of 1970 indicate that approximately 49% of the city's
population of 26,810 is black. This represents an eight percent increase in the
black population since 1960. During the same decade, the white population

decreased by 18.2%, affecting a seven percent loss in the total city population.
Figures for the county show just the opposite. Also, the number of new family
dwellings constructed in the City of Goldsboro is declining while the County
number is increasing.

Economic characteristics in the 1970 census show that many blacks in Golds-
boro are employed as service workers, private household workers, and,laborers
in both farming and manufacturing. About 11% of the black populotion work as
professionals, however. Mine Whites are also employed as service workers
and laborers, a large percentage of whites in Goldsboro cre professionals and
leaders in business. The unemployment rate for blacks is almost twice the rate

' for whites in the area. -

For recreation, Goldsboro citizens utilize five parks,in and around the city,
three lakes, and three recreation centers. Swimming, boating, and fishing are
popular, and North Carolina beaches are only two hours away..

A Wont, sense er 'religious kiith is characteristiaf t e citlzins of Goldsboro,
and more than seventy ohAchis in the area represent practically every,retiglaus

denominotion.



blacks and whites in Goldsboro some black community members felt that the
reality of an emergent opposing force from black radicals in and around the
citycreated a certain parity. In referring to political realities, a black
businessman stated:

We have fair race relations here. We have gotten our
foot in the door. If there is a problem uptown, they will
come and talk to the black community. It's not all on
one side now, and that was shown one time. Some black
radicals almost burned up the town. They know now you
can push us but so far. We have a little respect for
each other now. With some, they respect us.because they
know if they flog us tonight, tomorrow we're going to
burn them up. We get along now.

Recently, the appearance of a group of blacks before the Board of Aldermen
had resulted in the hiring of more blacks as policemen and firemen.

Bc,th whites and blacks spoke of little social interaction with one another.
This social distance is underlined by segregated housing pati.erns in Goldsboro.
While many blacks live in neat brick or frame houses in pleasant neighbor-
hoods, there are also many who live in weather-beaten wooden shacks on
brick supports along rutted dirt roads. In stark contrast are the shaded white
neighborhoods with graceful homes that hint of elegant life styles.

Yet, both blacks and whites spoke of friendly relationships that had been
formed over years of employer-employee interaction. For some, a sense of
closeness and trust had been formed within the limits defined by these role
expectations. Churches have recently sponsored events where blacks and
whites could socialize together. When the First African Baptist Church
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Whites also had to adjust to having blacks teach their children. Two
administrators felt that many parents seemed more concerned about the
morals and mores of individual staff members who would teach their
children than credentials. The parents who were interviewed did not
express this as a present concern, however, and stated that their children
had liked the black teachers they had had since desegregation.

D rr ±,se''recjation, w!litis &so voiced opinions aSo,.t the possible
of eju,-.atiol i tne system. One motiler stated,

"We were particularly concerned about the lowering of the educational
standards in the schools because of the lesser quality education the blacks
had received, and about putting black children together with white
children to get black children to come up. We were fearful that this would
bring the white children down."

re Ink **GSM 1.1 0111,e nan .v.srneenri resnm.er. ninnesnell co,erse,



burned down some white churces in Goldsboro invited the black parishioners
of the Baptist Church to participate in their programs. There are also some
integrated facilities for student activities ofter school hours. However, these
are by no means sufficiently equipped, and boys make more use of them than
girls. They include the Wayne Community Center, Boys Club at Royal Street,
E.H. House Club (named for past Dillard High School coach) and a Teen
Club.

Most noteNcehy was a community presentation of The Messkih during
December, I'M. Previously, the worl- had been performed annually by
black community members in an all black church. Thh past year, however,
whites had also participated, going into the black community to rehearse, and
the performance had taken place in an all white church. This was earmarked
1.)y many community members, both black and white, as a very positive
example of relationships in the community. The black male director of the
choir stated, "Both races discovered each other. There was a beautiful
sharing in the whole situation. Years back, whites might not have taken that
step. There were more whites than blacks this ytc . -

A biracial Human Relations Committee exists fr 3oldsboro which is made
up of prominent black and white people. Problems are brought to this commit-
tee, and representatives go back to their own groups to try to settle the
problems. While segregationists exist on this committee, they appear willing
to work on problems to avoid major confrontations in the town. Both blacks
ond whites spoke positively of the Committee and its efforts to solve problems
through mutual dialogue. Black businessmen and professionals spoke, however,
of their difficulties in initiating significant black involvement in political
decision making in Goldsboro. One Businessman stated, "Only about 35%
of our blacks are eligible to vote, and money and votes are what are needed.
We certainly don't have the money." When asked to name outstanding black
leaders in the community, blacks said they had no spokesmen. However, the
name of a prosperous black businesswoman was constantly rohed as someone
who had a lot of influence, and who would speak for blacks in a crisis.
Some blacks felt that the aura of cooperation with whites in Goldsboro had
made blacks lazyas far as politics was concerned. Others felt that historically
blacks in the south had not been prepared to deal effectively with political
realities:

We have not been taught to use what we have. I'm guilty of
that. I have a lot more information in my possession than 1
really put to use, and sometimes under stress I'll remember
something that I could use very well. But we become fright-
ened, and we are afraid. And when a real emergency comes
along and threatens us, instead of thinking, we become so
tense that we can't visualize anything except the worse
happening. And most of us can't stand any more worse things
happening to us, you know. We've been threatened so much.
And so we are not financjally, emotionally, or in any Way

Fr
equipped to handle any crisis.

(minhter's wife

',1";. 571gr,Lar.1"4-SCii 1";r141,2::



As in most communities across the United States, the white power structure
is a deeply embedded way of life, having its roots in historical precedence,
wealth, and influence. In Goldsboro, this structure is linked to school
decision making, and a significant element in the process of desegregation in
this comfortable small city was the support given by white community leaders.
As members of the Board of Education and as leading spokesmen in the
community, they ile!pod !ead an effoit that was characterized by widespread
communication and cooperation throughout the black and white communities.



PART II

DESEGREGATION PLANS AND PROCESSES



DESEGREGATION PLANS/
1965 1172

A familiarity with housing patterns, power structures, and the nature of

block-white relations in the Goldsboro community is fundamental to an

opprec;ot7on or t1 -. school d7str:ct's -i-complishrnent in dismantling a segre-

gated system with a minimum amount o' ,:on=lict. While there is much yet

to be done in Goldsbcro to create an integrated setting of the highest

quality, the desegregation process itself revealed a strong community

cor- iitment to public education and o willingness to communicate and

cc aerate among those who participated.
The Goldsboro City school system enrollment numbered 6,569 students

(including 140 special education students) in September, 1972. The system

is housed in five elementary schools in the district, two contain grades

one and two, one school houses grades three and four, another houses

grades one through four, and one is a fifth grade school. One of the middle

schools houses sixth ond seventh graders, and the other seventh and eighth

graders. Goldsboro High School West is for ninth graders, and Goldsboro

High School East contains grades ten through twelve. The current school
organization in Goldsboro is an outgrowth of the long process of change and

reorganization to achieve desegregation in all of the district schools.
There are many in Goldsboro who are quick to point out that desegre-

gation efforts extended back to 1965, when ;.he Goldsboro City Board of
Education adoRted a "freedom of choice" plan for student attendance r

M.-.7 12, 1965.2 Although the Brown vs. Board of Education decisions had

been handed down by the United States Supreme Court in 1954 and 1955,

Goldsboro, as most southern school districts, moved very slowly and reluc-

tantly toward a unitary school system.
The initial freedom of choice plan implemented in Goldsboro during

1965-66 applied to grades one, seven, nine, and twelve. During the follow-

ing two academic years, however, the plan was extended to include all

grades, K-I2. A letter from the United States Commissioner of Education,

Francis Keppel, dated August 29, 1965, had stated:

The plan submitted for the Goldsboro City Schools for the desegre-

gation of its school system in compliance with Title VI of the Civil
Rights Act of 1964 has been reviewed by this office...You will alter

'Information for this section is based upon a dissertation written by present

Superi.ltendent Dr. James A. Buie, central office files and interviews with

district staff, students, parents, and community members.

2Goldsboro City Board of Education, "Ofht... Minutes, " (May 12, 1965).



DESEGREGATION PLANS1

1965 1172

A familiarity with housing patterns, power structures, and the nature of

black-white relations in the Goldsboro community is fundamental to an
opprec;01.7on 0r school d:str:ct's -i-romplishrnent in dismantling a segre-

gated system with a minimum amount o' ':on=lict. While there is much yet

to be done in Goldsbcro to create an integrated setting of the highest

quality, the desegregation process itself revealed a strong community

cor- nitment to public education and o willingness to communicate and

cc 3erate among those who participated.
The Goldsboro City school system enrollment numbered 6,569 students

(including 140 special education students) in September, 1972. The system

is housed in five elementary schools in the district, two contain grades

one and two, one school houses grades three and four, another houses

grades one through four, and one is a fifth grade school. One of the middle

schools houses sixth ond seventh graders, and the other seventh and eighth

graders. Goldsboro High School West is for ninth graders, and Goldsboro

High School East contains grades ten through twelve. The current school
organization in Goldsboro is an outgrowth of the long process of change and

reorganization to achieve desegregation in all of the district schools.
There are many in Goldsboro who are quick to point out that desegre-

gation efforts extended back to 1965, when Ale Goldsboro City Board of
Education adoRted a "freedom of choice" plan for student attendance am

Mr,y 12, 1965.2 Although the Brown vs. Board of Education decisions had

been handed down by the United States Supreme Court in 1954 and 1955,

Goldsboro, as most southern school districts, moved very slowly and reluc-

tantly toward a unitary school system.
The initial freedom of choice plan implemented in Goldsboro during

1965-66 applied to grades one, seven, nine, and twelve. During the follow-

ing two academic years, however, the plan was extended to include all

grades, K-12. A letter from the United States Commissioner of Education,

Francis Keppel, dated August 29, 1965, had stated:

The plan submitted for the Goldsboro City Schools for the desegre-

gation of its school system in compliance with Title VI of the Civil
Rights Act of 1964 has been reviewed by this office...You will alter

'Information for this section is based upon a dissertotion written by present

Superimendent Dr. James A. Buie, central office files and interviews with

district staff, students, parents, and community members.

2Goldsboro City Board of Education, "Off... Minutes, " (May12, 1965).
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explore problems and concerns and to mal.e viable recommendations
reflective of the total community. Prominent community members, outspoken
critics, and representatives of all racial and economic levels in the city
served on this committee. About half of its representation was blac!:.
Furthermore, the Board of Education, faculties in all district schools.
Parent Teacher Associations, and various community citizen croups held
rieefinps to disc..ics ways of implerrrantina a change that would create a

: cor Macht...;s. (1.:rnini-
strators, parents, and community mern.k,ers attributed much of the success of
desegregation processes in Goldsboro to the efforts of the Superintendent
and Board of Education in creating forums for interaction and communication
and establishing an atmosphere of opennes and trust. The opportunities
for discussion opened new avenues of communication between blacks and
whites who had for generations been separated by an accepted status quo.
Much contact was made "with whites and blacks actually going into each
other's homes." The following commentaries are illustrative of feelings
expressed by black parents and community members.

What actually happened was that we decided that we were not
going to compromise, but we found out that we were all individuals
striving for the same thing. And most of us, I thinl were very open
and we talked it out. This is the one thing that I think helped the
Goldsboro City Schools, that these things were actually talked out.
We drank coffee, and ate doughnuts, and we talked about the
things that bothered us. And I think this is why things have worked
out as well as they have here.

The process was very smooth due to our having a good Board at that
time. The Chairman was a liberal man who did believe in equality.
When this whole integration process was going on, they had open
meetings for the general pt.blic. And usually before they acted,
they solicited the ferdings of both block and white. Private meet-
ings were also held, but these open meetings were very important.

When speaking of factors that made desegregation a success, "need" was
cited by one black community member.

Sometimes to get what you want, you have to tie yourself to another
person's need. And I think that is what has happened here. Whites
who had to make decisions had a need to comply with the low and
to desegregate Goldsboro without the system tearing itself apart.
We had a need to see that our children's education would benefit.
Together we worked things out.

A black businessman talked about the positive ramicications of open con-
tact where each group's problems could be brought out and everyone could

speak. He spoke of a white businessman located on the same street as his
business establishment who is a Klansman. "In one meeting, he had his
point and he spoke his opinion, and I spoke mine. And we came out of the



meeting together, u1-1d we shook hands."
White parents and community members spoke no less enthusiastically

of the positive results of meetings where free communication took Place.
When asked how the white community h3d been involved in desegregation
activities, one white businessman replied:

When there was a law of the land that said you must, and a court
0. c.er rkat said you will, then the school administration 7,ent to
the parents of the community. There were a number of meetings
invol iing parents from all the schools in the system. They got
them together to settle why this had to be done and then plon
together. The parents felt they were part of the program. They
felt like they had a little bit to say about what went on. I think
this was the main factor that got us moving in the right direction.
Integration wasn't a matter of when, but how.

One white parent stressed the advantage of a small town where people
could be thrown together. 'We knew each other. It wasn't as if we were
strangers." Other parents spoke of being made to feel as if they were a
part of the process. "The School Board wasn't just sitting up on a hill.
There is a history of parents in the decision making here. We were all a
part of it. It made us feel as if the School Board were interested in what we
were interested in. So we had a common ground we were walking on.
You've got a problem, we've got a problem." One white mother stated:

One thing that meant so much to me as a mother was that before
each individual decision they would call together a group of
parents who were interested or who wanted to come, and they
would discuss the problem. They would ask advice, opinions. It
was open, free discussion. On one particular occasion we went
home, ond I thought there was no way on earth they could integrate
a particular school without making every element of the community
unhappy. It just cannot be done. When we returned for the meet-
ing the following week, it was a stroke of genius whot those men had
come up with. I shall always admire and respect our school board
and our city school system for the answers they come up with. It

was fair. It might not have been what everyone would have liked,
but it was fair.

Parents also spoke of Lay Communications Committees in each of the schools .

The principal would select people for each school--parents from all
economic levels, races, interests, and what have you. The first
meetings were just unbelievable. There were people there I had
never met. They were afraid; we were afraid. We were parents
who were concerned. And at one meeting, seated across the
table from me was a black lady who was just as concerned about
her child as I was about mine. And that taught me a great deal



not only about human relations but about spirituality as well. It
will be a hundred years before what these people have done will be
weighed and judged. People sat across from the table from each
other, and were open, honest, and accepting. rm grateful to the
people who permitte(' +his to happen.

Change and Reorganization

After carefully considering recommendations for change and reorganiza-
tion, on April 10, 1968 the Goldsboro City Board of Education officially
adopted a plan that called for only minor revisions in student assignment
during the 1968-69 school year, but would completely desegregate grades
6-12 during the 1969-70 school year with freedom of choice maintained for
all students in grades 1-5. All students in grades 9-12 were assigned to the
predominantly white Goldsboro High School and Goldsboro Junior High
School which became integrated high schools. Dillard, the black high
school, and Carver, the black middle school, were converted to middle
schools for all students in grades 6-8. A modified neighborhood school plan
characterized the assignment of students in grades 1-5 so that the elementary
school remained predominantly black or all white during the 1969-70 school
year. The complete desegregation of grades 6-12 represented significant
changes in the long range planning of the Goldsboro City system and called
for administrative rearrangements. During 1965, the Board had officially
adopted the middle school concept of school organization for grades 6-8 and
built a $1,000,000 structure next to the black high school which became
Carver Middle School. Goldsboro Junior High School, which was next to
the white high school, was to become a middle school for the white students.
Many staff members felt, however, that the acceptance of the middle school
concept made the total reorganization of the upper grades easier in Goldsboro
since the system was already oriented toward organizational change.

On February 20, 1970, Leon E. Panetta. Director for the Office of Civil
Rights, notified the Goldsboro City system that it was not in compliance with
Title VI of the Civil Rights Act of 1964 due to its failure to desegregate its
elementary schools, and it was placed on a deferred list which blocked re-
ception of ony new federal funds. However, the system had already actively
explored possible plans for the desegregatbn of the elementary schools. The
Citizen's Advisory Committee proposed the creation of an educational park,
with new facilities yhich would not be identified with either black or white
neighborhoods. The Board considered such a proposal too costly, while they
accepted it in principle, and set a target date of September, 1970 for the
desegregation of all elementary schools in the district. ln August of 1970, a
new desegregation plan was adopted which desegregated all schools in the
system except one for the 1970-71 school year. This school remained an all
black school housing grades 1-4. Although this plan was not approved by
officials of HEW, it was implemented, and the system remained on the deferred
list. The plan reflected the system's efforts to have the impact of desegregation
shared equally by all white neighborhoods, and to keep the numbor of whites
assigned to each of the schools above 40% of the school populaticln. At that



time, ihe racial balance of the student population in Goldsboro was 46-per-
cent white and fifty four percent black. Seven elementary schoals had to
be considered in affecting change. Three were all black schools, two were
all white schools, and two were predominantly white schaols which had
achieved some degree of desegregation as a result of the freedom of choice
options. Schools were zoned and paired according to district attendance
boundaries in order to achieve desegregation. Cross-busing involved
about 2000 stdonk. Two of the all black schools were paired with an all
white and a predominantly white school. One of the all white schools be-
came an all system fifth grade. The location of the predominantly white
school midway between a black and white residential area made it well
suited for a neighborhood attendance area to achieve racial balance. One
of the all balck schools, School Street School, remained all black with a
neighborhood attendance area that reflected its isolation within a large
black neighborhood. The fact that the School Street School remained all

ck allowed the white population in the other elementary schools to be
nut 50% of the enrollment in each school.

Compliance with Federal Guidelines

During April, 1971, the Goldsboro City Board of Education adopted a
plan acceptable to federal officials which called again for the reorganiza-
tion of the elementary schools and closed two of them, Greenleaf, a school
in the black community, and Virginia Street School, an d I white school
located in a transitional area. By September 1972, through total school
and staff reorganization, the Goldsboro City School system had completely
desegregated its schools and achieved a unitary .lystem. The reorganization
led to the following arrangements in the district schools.

Edgewood School
Walnut Street School
William Street School
Eust End Soho&
School Street School
Goldsboro Middle Soho al South
Goldsboro Middle School North
Goldsboro High School West
Goldsboro High School East

Giade; I and 2
Grades I and 2
Grades I, 2, and 3
Grades 3 and 4
Grade 5
Grades 6 and 7
Grades 7 and 8
Grade 9
Grades 10 II, and 12

Witt' the reomanization, Goldsboro was eligible for E.S.A.P, funds.
A guidance counselor, Human Relations Director and a Pupil Assignmenr
Director were hired w;th these funds. Twenty cOditional teacher assistants
to work in the 4th and 5th grade levels were also l-,;red. Older students,
along v ith a supervising coordinator, were emr;goyed to act as safety
patrols on corners where crowds gathered due to busing. The Superintendent
pointed out, hcwever, that while such funds are very important, their dis-
continuance in a district leaves a vacuum. Present Title ; funding-is
4irected toward a reading r ogan for students in grades 4-8 who ore reading
2 years below grade level. Under Title ill, a "Community Development



School " ser ies about 28 severely retarded pvpils fram the-city and county.
It is the filst such s-.hool in North Carolina, and had previously been run by
a volunteer Presbyterian croup. Due to limitations in runding, the program
does not serve about 20 other area children who should be enrolled.

DESEGREGATION ACTIVITIES

The siistrict's adaptions ot comprehensive desegiegation plans beginning
with grades 6-12 during the 1969-70 academic year were accompanied by
planned activities reaching out to perents and community members, staff,
and students. Fears and opposition to the plans were strong challenges to
the preservation of a public sz hool system which might equally serve and
represent both blacks and whites.

Members of the Citizens Advisory Committee actively supported the
plans, interpreting them to various groups within the community. Churches
provided forums tor discussion and often heated debate. Th0 district kept
the local media fully informed during the desegregation process, and the
city newspaper and one local radio station particularly supported the transi-
tion.

A series of Human Relations workshops were provided for staff members
under the auspices ot St. Augustines College in Raleigh and North Carolina
State University. These workshops were voluntary, beginning during 1968-
69, and continuing during 1969-70 with close to 50% of the staff partici-
pating. There was very little arbitrary assignment of staff, and efforts were
made to racially balance key administrative positions.

The doors of the four upper grade schools were thrown open on a Sunday
afternoon during the spring of 1969 so that students and parents could acquaint
themselves with the different buildings and facilities with the hope of
eliminating false rumors about poor conditions in the schools. Interchanges
involving representatives of Student Councils and Associations of these
schools also took place during the spring of 1968, as students worked together
on the develop..lent of new handbooks. A team of students from the all
black middle school visited Goldsboro Junior High School, which was 20%
black at that time, and vice versa. Departmental faculty at the middle school
and high school levels met to discuss concerns and curricular offerings.
Grade level meetings were held for staff at the elementary level.

Reactions to Desegregation

Reactions to desegregation reflected a wide range of opinions. Strong
opposition to the plans emerged from fundamentalist churches, giving rise
to private schools under their sponsorship. Many whites and blacks who
stayed with the public school system in Goldsboro felt that much of the
potential for bitter conflict was dissipated when ''he white opposition simply
deserted the school system. One black stated, "The radicals just drained
themselves off from the public school 'into private schools. They withdrew
from the system." White flight meant a significant loss of white students
in the enrollment of the Goldsboro City Schools. Table I indicates the



TABLE 1

THE NUMBER AND PERCENT CF WHITE ANC BLACK STUDENTS
OF THE GOLDSBORO CITY SCHOOL SYSTEM

FROM 196t-65 - 1972-73

School
; Year

White
Students

Black
Students Total

% of
Whites

% of
Blacks

1964-65 4,545 3,931 8,476 54 46

1965-66 4,321 4,116 8,437 51 49

1966-67 4,134 4,125 8,259 50 50

1967-63 4,065 4,198 8,263 49 51

1968-69 3,947 4,172 8,119 49 51

1969-70 3,872 4,367 8,239 47 53

1770-71 3,438 4,375 7,813 44 56

1971-72 2,778 3,802 6,580 42 58

1972-73 2,637 3,792 6,429 41 59

*These data were obtained from statistics prepared by the district and a study
entitled "An Investigation and Analysis of Selected Characteristics of Students
Who Withdrew from the Goldsboro City Schools Sysrem to Attend Independent
Schook" by Supt. James A. Buie. Enrollment figures do not include special
education students from the Goldsboro area who attend classes in the Goldsboro
Schools.
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rumber and oercentage of white and black'students in the Goldsboro Cit)
School system from 1?64-,:-,5.

The flight of white students from the public schools remains a difficult
reality in Goldsboro, and its history is revealing. Between 1962 and 1965,
only 33 black students had enrolled in the white schools of Goldsboro. The
adoption of freedom of choke plans resulted in 152 black students attending
p.edorninontl, -thite schools in 1965-61,, 272 in 1966-67, 499 in 1967-58,
cind ::)30 dtn 9c8-59.

Table 1 shows that from 1964-65, the year immediately prior to freedom
of choice, to 1968-69, the district lost a total of 598 white students.
Surprisingly, the number of white students leaving the district during
1969-70, the year when total desegregation of the upper grades took place,
was relatively small, only 75 students. However, during the next year,
when all of the elementary schools except one were desegregated, white
student enrollment dropped by 434 students. With the 1970-71 reorganiza-
tion, 660 more white students left the system. An additional drop of 141
students occurred between May, 1972 and September, 1972, bringing the
total number of white students leaving the system between 1964 and 1972 up
to 1,908 students. During the same years, black student enrollment did not
change to any great degree, but the percentage went up.

Where the white students went must be asked. Census figures which
show a decrease in the white population of Goldsboro and an increase in
rural Wayne County provide some indication that some of the white flight
went to the county. A survey conducted by the Goldsboro system on students
enrolled for 1971-72 who did not report for 1972-73 showed that most of the
students had gone to Wayne County schools or other school distrkts. How-
ever, one of the concomitant effects of desegregation in Goldsboro was the
organization of three independent day schools, Faith Christian Academy,
Goldsboro Christian School, and Wayne County Day School. These.three
schools have enrolled many whites formerly enrolled in the Goldsboro City
Schools, and they have no black student enrollment. St. Mary's Roman
Catholic School, established over fifty years ago, experienced an increase
in white student enrollment during desegregation, but this school also has ri
few black students. The Buie Study showed that 750 of the 1,107 white
students leaving the system between 1964 and 1971 enrolled in these inde-
pendent schools, and these students were average or above in their academic
achievement at the time they left the system.

White community members who were interviewed frequently talked of
white flight as a major problem and emphasized their own belief in public
education. Many of the whites in Goldsboro supported the publk schools
against much pressure from family and friends, and spoke of difficulties and
tensions they experienced when flight from the system characterized the
actions of close friends and family relations. Desegregation caused social
re-alignments in many ins;Jnces. A businessman stated, "If you're going to
stick with the public schools, and you're going fo become involved, you'd
better have a steel head and a steel heart, because you're going to get it
from both sides." One mother noted that the absence of some whites.in the
city school system placed a partkularly heavy burden on those whites left
who would volunteer their time to the schools.



The loss in white student enrollment has hurt the system's morale and
financial well being. In North Carolina, the allocation oF certain state
funds and most state-al loted teachers is based on the average daily attend-
ance of each school unit's students. This has meant a loss in state funds and
tearhers for the Goldsboro system. Whites who were interviewed stressed
that the.,, continue to seek the support of those who oppose the pt_blic
school's policies by nrgisin,_-; the schools when talking to Friends, and trying
ro r.,mols. It ,as thei feelino that theie was some movement back
to the city schools, but no figures bear this out.

Issues and Concerns

The issues that emerged during desegregation reflected the fears, concerns,
and doubts that accompany a change which redefines the social structure with-
in a major institution. Some parents feared having their children attend
schools which were located in black neighborhoods.

-Well, first of all, just going to a school in the black community
across town was upsetting. It was something you just had to get
used to.

-We just had never gone into the black community before. The
hard thing was just going into the community and the building
itself.

-You have to change your attitude if you've been with integration
a number of years, and have stuck with it and still believe in it.
It's done a whole lot to us. I think that we've had to bite our
lip, and put on sunglasses and go places that we thought we'd never
enter into. I was scared to death the first time I took my child to
Middle School and had to leave her there with all those black
people 1 didn't know. Sure we were scared, but I'm a broader
thinker, and I have a lot more compassion for a black child than
I did before.

Another mother also described her original distress at the thought of sending
her child to what had been an all black school prior to desegregation. When
the school staff she respected went to that school, however, she sent her
child with hesitation. When decisions were later being made to close the
school, she was one of the members of a lay ccmmunications group fighting
to keep it open. Her feelings had thus changed significantly after desegre-
gation and she added, "I am thrilled to death my children have stayed in the
public schools when family pressures were saying otherwise."

Busing was also a concern in the white community during desegregation.
A white parent stated, "I think people were bitter all over town about having
particularly small children bused so far from home where formerly they had
been able to walk to school." Some whites expressed the view that black
parents also did not like the busing. No blacks expressed this view, however.
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Whites also had to aclkst to having blacks teach their children. Two
administrators felt that many parents seemed more concerned about the
morals and mores of individual staff members who would teach their
children than credentials. The parents who were interviewed did not
express this as a present concern, however, and stated that their children
had liked the black teachers they had had sinc.e desegregation.

D ,.yllites also voiced opinions a t the possible
t/ of t.,..11u.-.atio-, t ,e, systum. One moti;ei stated,

"We were particularly concerned about the lowering of the educational
standards in the schools because of the lesser qualifY education the blacks
had received, and about putting black children together with white
children to get black children to come up. We were fearful that this would
bring the white children down."

This issue remains an expressed concern among some white parents who
were interviewed. However, two studies conducted on student achievement
in Goldsboro belie these fears. One study measured the achievement of
pupils befare and after two years of integration. Conducted cooperatively
by the city school district and the Department of City and Regional Planning,
University of North Carolina at Chap& Hill, the study analyzed the scores
of 406 students who were in the second grade in Goldsboro in 1968-69 and
remained through the fifth grade. Their scores on the Stanford Achieve-
ment Test (1964 edition) were compared with national norms at five different
intervals of time in theh- school life. Students of both races showed above
average growth.

In 1968, the average score for white students was five standard scores
below the national narm in reading. At the end of the fifth grade, however,
these students closed, the gap and their average score was slightly above the
national norm for fifth graders. During the same four years, black students
were also coming closer to the national norm in reading, gaining 3.2 standard
score points above their second grade average. Arithmetic scores also
showed gains, but at a slower rate for both groups. The white students
gained a 3.1 standard score and the black students gained a 2.9 standard
score over the four year period in mathematics.

A second study was also longitudinal, testing 695 children when they
entered the second grade in September, 1968 and again during March near
the end of their third grade year. This study also showed that, on the whole,
children at all ability levels were progressing at a very positive rate of
growth. By the time the second test was administered, 107 of the pupils
had transferred out of the system. Of those remaining, 191 fewer pupils
scored at a low level, 80 more made average scores thag had done so pre-
viously, and four more children scored high in reading.°

6Report by Ethel W. Twiford, Guidance Coordinator, Goldsboro City
Schools, "The Goldsboro City School System Reports on Academic Progress
in the Primary Grades Since Integration."
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For black parents and community members, concerns centeied on the po-
tential loss af institutions and traditions which were deeply rooted in their
history and daily life in Goldsboro.

When the decline in the district's enrollment led to the decision to close

the Green leof and Virginia Street Schools, the Narth End Branch of the

Wayne Action Group for Economic Solvency mobilized and strongly opposed
th g. closinc. of Greenleaf. While it was on old structure, Greenleaf was the

-c, ,,it ,

It served as o meeting place for the Boy ond Girl Scouts, civic groups,
community graups and churches, as well as night classes for adults. Fund

raising socials ond other events which brought people together took place at
Greenleaf.

The North End WAGES branch became the articulating organ for blacki
in that area during this crisis, but has played a lesser role in school affairs
since thot time. However, it has established ad Jlt education programs, pro-
vided summer jobs for students, and constructed parks and playgrounds for
children. When the block community was assured that the facility would be
available for all the activities except regular schooling, they accepted the
decision. Today, such activities still take place at the school. A federally
funded migrant program with an enrollment of 165 students operates out of
Greenleaf as well as the Community Development School with an enrollment
of 18 handicapped students, ages 5-18. The City Recreation Department
and the North End Branch of WAGES are also housed there.

There was little white opposition to the closing of the Virginia Street
School located on the fringes of white and black neighborhoods, which is
over fifty years old. During the freedom of choice days, a small number of
black children attended this school. Taday, the building serves as a head-
quarters for WAGES, and houses a HEADSTART Plogram sponsored by WAGES

through funding by OCD Region IV, Atlanta, Ge.)rgia. Also, the black
congregation whose church recently burned is holding meetings in this build-
ing. Both structures are thus currently vital to daily life in Goldsboro.

A mare symbolic issue among blacks when the upper grade schools merged

wos the loss of the name Dillard for their high school. The name Goldsboro
Senior High School was changed to Goldsboro High School when the black
and white high schools merged, and such names as Dillard and Carver were
dissolved in the transition. Over the protests of bla ( in the community,
board members stated that the decision to drop the 5 was based upon an
unwritten law in which schools with names of persons have to be changed..
Dillard had been a minhter and well known black leader in the State of North
Carolina.

The most active opposition o the dissolution of the high school's name
came from the Goldsboro chapter of the fifteen year old Greater Dillard
Alumni Association. An unusually strong alumni organization, it is incorpor-
ated and national with chapters in New York, Philadelphki, Washington, and
Baltimore. Yearly, the organization provides scholarships for black students
and gifts to the school. A ten year project resulted in the purchase of an
organ which is now housed in Goldsboro High School. Several awards have
been given to white students by the group since the high schools were desegre-
gated. A scoreboard which had been previously purchased for Dillard High



School was sold by the present School Board with alumni permission, and
the proceeds were turned over to the physical education department in
the desegregated high school.

Members of this graup supported the May Homecoming Queen event
with five to six hundred Dillard alumni returning each year. This was
contrasted to the previous white high school which had no organized
olumni group, and where Homecomiry was o much less significant event.
FUI 3l.C..1 ci olvonizoriorl, the: of its nome v.ithin the
school system signiiied a great loss. One member stated, "We realize that
three years ago the last person that would graduote in the name of Dillard
graduated, and there will be no more Dillard alumni per se. For this
reason, we had meetings and we fought for; the name of Dillard because we
felt it was an identity we wonted to hold onto."

The most recent proposal made to the Board by the alumni group was
that the building which housed the former black high school and which
now bears the name of Goldsboro Middle School be given the name Di !lord
Middle School. The Board considered the request, but it was voted down.
To some members of the alumni group, this decision reflected a fear causing
a reaction among the white community. One member stated, "We have
had such a smooth merger, comparatively speaking, that they don't want
to c'o anything to upset the apple cart. And they see this as a small thing."
Another felt that "the basic objection of doing anything to bring Dillard
into the name of the school is that it would probably make whites dissatisfied.
It would make some whites angry, and they would pull out of the school."
While the district has not honored the group's request for a school name, it
has sought to cooperate with the strong organization. The group has been
allowed to use any facility owned by the schools and can go into the high
s-hool with applications." The guidance counselors worked with the stu-
dents in getting them filled out. The teachers worked along with them,
and they still cooperate with us in that way." Members of the alumni graup
are divided in their present views obout the school name, however. Some
feel it is a past issue while others continue to feel that much dissatisfactian
lingers among black community members, and they wish to continue the
fight for the return of "Dillard" to Goldsboro City Schools.

Desegregation and the District Staff

Desegregation also called for adjustments among black and white staff
members in the district. In many instances, black and white teachers
were faced with moving into buildings located in neighborhoods they had
rarely or never entered and of teaching children of a different race for the
first time in their lives. Principals had to leave buildings they had admini-
stered for years.

Desegregation pions were fully discussed at staff meetings in each
school. The district gave careful consideration to the matter of stoff
assignment. Most teochers remained on their grade level, but teachers
wishing to switch a grade were allowed to do so if a position were open.
During 1969, the Goldsboro system had about an equal number of black



n d whitP 5t:J1. Ajminktr..tor3 worked to c'ivicie them cmonc the schools.
While some staff members left the s,stern or retireo as a result of the re-
arrangements, there was no mass exodus. One fa;:tor contributing to the
lack of dissension was that teachers moved to new s ituations as a staff
rather than on an individual basis. Following teacher assignment, princi-
pals were ceassic.ned. Principals had not l,nown about their reassignment,
nr I civirr' tO thP ;t.:" 1-101: worked with.

Huniun relations workshops were held for stuc;ents, teachers, and all
the administrators. Staff visitations between s..hook took place. Inter-

viewed teachers ited the strong leadership of the Superintendent during
the desegregation process as well as the positive results of having all
segments of the community involved for planning purposes. A black teacher
stated, "Groups of teachers, groups of students, groups of teachers and
students, and groups of parents all met. It was an open communicative
process. Everybody had a chance to express himself. Another black teacher
Felt that a positive theme had permeated the process and added, "There
was so much faith in the Superintendent and the steering committee that
everyone went into it with positive faith."

Apprehension was felt on both sides, however. Black teachers felt they
had been portrayed os coming from inferior schools with inferior materials,
and felt a respansibility to prove they could hold their own in any teaching
situation. Most of them felt that desegregation definitely improved the
condons under which they were expected to teach. When they talked
about the segregated system, they spoke of extra demands being made on
their time, and never having such things as "breaks." One teacher felt
that the past two years in the desegregated system had been the best she
had had in twenty-five years of teaching, and stated there was more pres-
sure placed on black teachers under segregation. A black middle school
teacher stated:

Well, I think the black teacher has had so many things to face
in the school in the past. We had to accept the fact that we had
any number of grades to teach at one time, 4th through seventh
grade. We've had all the problems anyone would be faced with,
and I think we were able to accept integration much better than
the whites, and are still accepting it much better.

Both black and white teachers also cited the inconvenience of "having
to drive across town" after reassignment. For some white teachers, the
inconvenience was coupled with a fear of driving through neighborhoods
they had always viewed as poverty stricken and as sources of crime. As
stated by one teacher, "We had to come through a certain area that we
read about in the paper as a place where all the shooting and everything
was happening. You feel apprehensive about it. You're concerned about
what you hear. It's not the most desirable neighborhood." Fear of these
neighborhoods was no longer expressed by the white teachers who were
interviewed insofar as driving through them to get to school. However, they
still regarded driving a distance an inconvenience.

Overall, the preparation during desegregation focused on Facilitating



communication and interaction. Interviews with st off members who parti-
cipated in the human relations workshops ha,-; mixed reactions about them.
Some felt that they be-ome repetitive. Others felt they could only have
limited impact. They did provide initial forums for discussion, however,
ond in some coses led to mare meaningful doily interchanges. Depart-
mental meeting s also provided opportunities for interaction. One odmini-
strator stated:

Departments had started to work together to see what was being
taught in each of the high schools, and there were two-way
visitations within the departments. We understood that we were
going to be working together sooner or later. And the sooner we
got down to the business of getting what we were going to do, the
better. Now if there was any resentment about what we were
going to do, it didn't come out ot those meetings. In fact, they
ran so smoothly that it didn't seem as if we were making a transi-
tion. And the teachers hod more to do with that than onything
else. The Superintendent's Office organized the meetings, and
then let us carry en ourselves. If it hod looked as if they were
forcing things, it might not hove been so palatoble. The general
ottitude that prevoiled was that this was going to hoppen, and if
you didn't wont to get caught out there on o limb, you'd bet.-4-
get together. But they didn't push it.

Another odministrator felt deportment meetings hod limited effects on
how people related to one another.

Deportment meetings didn'tget people to intermingle. Business

would be conducted and then people would sepo rote. That first
yeor, there was more of a tolerance between people thon anything
else. There wos no open hostility shown. You could just tell how
things were during lunch break. The block teachers would get to-
gether in the lounge, and the white teachers would get together
in the lounge, ond there was very little integration before Christ-
mos. Then we organized a bowling teom and storted bowling to-
gether, and the team started getting together at lunch. Things
started moving better after that.

Following the human relations workshops, the district provided Glasser
Workshops, bosed upon the text, Schools Without Failure. These workshops
explored teocher philosophies, attitudes, and techniques, and allowed for
o very practical focus upon instruction. Teachers felt that in some instances
these workshops also brought block and white staff members closer to
mutual understanding as they discussed common concerns and learned new
ways of addressing them in the classroom.
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THE STUDENTS OF GOLDSBORO

The dynamics of desegreaation in Goldsboro involved purposeful
strategies for generating support among community and staff members, but
in the final analysis, the students of Goldsboro must be viewed as the
centrcl ch-:racters in the transition from segregation to desegregation.

:-.!1": -1 _ -;--Diects

immediately prior to desegregation, most did not, and must be viewed as
the recipients of the change rother than active participants in its formu-
lation. For many of them, the changes were accompanied by anxieties,
doubts, and hostilities that had been spawned during years of separation.

Forty black and white students were interviewed separately in smaH
groups by the research team. These students were from Goldsboro Middle
School North and both of the high school buildings, and represented a
wide range of academic achievement and success in the school system.
The interviews provided many insights into the issues that concerned
students as a result of desegregation. Black students said they had had
mixed feelings about the dismantling of their black schools prior to de-
segregation. While their parents spoke to them of better educational
opportunities with desegregation, the students themselves were concerned
about the status they would have in the newly merged schools. A few of
them who had attended Goldsboro Junior High School under the freedom of
choice plan spoke of having felt shunned by their white classmates at that
time. One girl stated, "Before I came to this school, I was at Goldsboro
Junior High, and there were only two blacks in my classroom, and we
feR totally outcast. We were allowed to pa rtcipate, but they kind of
shunned us away. But when the schools became integrated, those people
who had shunned us away began to try to be my friends. You could just
tell the difference."

Black students main fear focussed on their ability to achieve in a
desegregated school. Black teachers in the segregated schools generally
impressed upon them the need to "adjust" and to learn how to get along
with white students. Some teachers gave the black students the impression
that white students were smarter than blacks. Three of the black students
made the following comments.

We were expecting them to be geniuses. You know, we were told
that when the white kids came to class, we shouldn't say anything,
just work. But they can be just as dumb as anyone else. Just as
dumb and just as much trouble.

Just before the schools were integrated, I was in the sixth grade.
And the next year, the school was going to be integrated. So the
teacher used to tell us 'y'all better come on and get on the ball
because you don't want those white kids to be showing you up,'
like the white kkfs were so smart, you know. And like we were so
dumb.
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They were always saying that white kids were smart because they
had better facilities, more books, and everything.

When bla:k students compared their experiences in -he desegregated
setting to those in the all black schools, most of them stated that they
had felt more comfortable in the all black schoois. Much of this had to
do with the sense of recoanition and attention they had recei ed from the

: f-,o- t:lav ad FoLind it ro learn be-
cause teachers took more time to explain things to them in the all black
schools. One boy steited, "Even if black kids are smart and come to
integrated schools, they still need teachers to pay attention to them."

The students stated that they felt that black teachers in the formerly
black schools did nat show favoritism toward students from higher social
backgrounds. In contrast, they stated that in the desegregated schools
both black and white teachers appear to give more attention to students
whose parents are of a higher social class, giving inadequate attention to
students from poor families. In their opinion, this caused many lower class
students to lose interest in school.

In dealing with their peers and with teachers in the desegregated
setting, black students continually referred to the need for respect. Quite
often they would state, "it seems like all white people think blacks are
dumb." They were also bothered by instances where black teachers were
overly tolerant of white students' misbehavior, and were treated with dis-
respect by the white students. Their feelings about white teachers varied
with individual teachers, but they felt that some gave preferential treat-
ment to whites.

Most of the white students' concerns grew out of actual fear of associ-
ation with large numbers of blacks. Students who were in the middle school
when the upper grades had been desegregated told of hearing stories about
white students being beaten up by blacks at the high schools.

/hen we were in the eighth grade, every day we'd hear these
terrible stories somebody's getting murdered in the hall. None
of this was ever true, but it just got blown up to be. So we came
aver here wondering what was going to happen to us, and nothing
ever did. Of ,:ourse, we had plenty of fighting going on in our
own school, but somehow it was the stories that got to us.

When total desegregation did occur, much fighting did take place be-
tween black and white students. White students spoke to the interviewers
af black groups ganging up on whites, and the black students spoke of
white students ganging up on black. However, the fights were stre,sed more
by the white students who were interviewed. Relaxed tensions and strict
disciplinory measures against fighting have greatly reduced the number of
fighting incidents in Goldsboro schools, however. Both black and white
students feel that very few fights occur anymore. One white high school
student stated that a lot of the fear that white students had at the time of
of desegregation was caused by over-reacting to things. "If someone in
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the hall pushed yau, it gat ta be racial, " claimed one white student.
Anather white student stated:

Well, this was befare everyane knew each other real weli. And
yau knaw, with the smarties af bath graups, black and white, there's
gonna be trauble at fRst anyway. But I believe the majarity of
blaci's and whites wha caused trouble are gane from this school naw.

The school district sought to ensure adequate representation of both
blacks and whites on Student Cauncils or Associations in the upper grades
by having a black and white representative from each hamerourr. These
might serve tagether ar alternate, depending upon the school's policy.
Situations which were based upan apen choice or election provided some
difficulties. Cheer leading at the high schaal was a problem until a rule
was set that there wauld be six black and six white cheerleaders. This is
interpreted by same white students as being unfair, hawever, as tho choice
is not based salely upan ability.

At the formedy white high school, "Stunt Night" had been a traditian
involving original skits by the campeting classes. The first year of desegre-
gation, it remained a nearly all white acHvity, and black students were
upset because what was invalved had not been explained to them. Today
black and white students equally participate in the campetitian, and both
graups identified the activity as an example of when separatian between
the races had broken down.

In the selectian of the Hamecaming Queen at the high schaol, nomina-
tians of bath black and white candidates come fram the Student Cauncil
which has equal black and white representation. The total student bodies
af both high schoal buildings vote far the queen. During the first year of
aesegregation, the Homecoming Queen was black, the second year, white,
and the last twa years black. White students feel that this is because black
students are naw in the majorRy.

Only twa major instances af conflict were cited by the students after
desegregation taok place. Tensions and hostilities rose to the surface one
day at the high school when deragatary statements about blacks had been
painted on the high school steps the night before. This caused a walkout
by some d the black students and same fighting amang students. Tempers
calmed after a day, hawever.

The other incident occurred when the white Bar Director was attacked
by black students (reportedly not students in the Goldsboro system) at a night
faatball game. Although block students from the Band came to his rescue,
the incident touched off fighting at the game, and some groups of black stu-
dents caused disturbances in the town. The School Baard considered sus-
pending all night games. However, black students appeared before the
Board with the asiurance that no such disturbances would occur again, and
that problems wauld be resolved peacefully in the future. Because af their
appearance, night games were nat suspended, but stricter regulations were
imposed.

These instances briefly provide some insight into the nature of student



concerns as they came together in o desegregated setting. Although the
data wHch has been presented is nat exhaustive, it shauld provide a
broad sketch of the Goldsboro City Schaol system as it moved thraugh
a difficult periad of change. A fuller descriptian of student interaction
and attitudes after desegregation will be presented in Part III.
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PART NI.

THE OUTCOME OF DESEGREGATION

GOLDSBORO TODAY



SCHOOL AND STAFF RACIAL BALANCE

By September, 1972, desegregation had been achieved in all Goldsboro
school4 and the district was ready to address itself to the challenge of pro-
viding quality education in these schools. While statistics alone cannot
reflect the quality oF education or interaction in a desegregated sett!
the, :o erfol ts to ochie.ve rociol bakInce, ond
they provide some indications of the possibilities for equal status in such
settings. Table 2 shows the statistical results of the district's reorganiza-
tion in terms of the number and percentages of black and white students
and teachers in each of the district schools, and the number of Work or
white administrators in each school. (See Table 2 next page.)

In light of the district student ratio of 59% black and 41% white,
Table 2 shows that each school closely approximates this ratio, and is thus
racially balanced. The largest differences are in the William Street and
Edgewood Schools where there are 6% differences from the district ratio.

Staffing patterns also show an almost equal number of whites and blacks
in most schools, and administrative positions have been equally distributed
among blacks and whites. At the central office level, the Superintendent
is white and there are two Assistant Superintendents, one white and one
black. The Guidance Director is black, and the audio visual coordinator
and Title I Director are white. The district's Follow Through Program is
staffed by seven teachers, three black and four white. The present Board
has four whites and three blacks. This Board is appointed by the Couniy
Board, but the nominations of the Superintendent have never been questioned.
It is probable that in the near future, the Goldsboro Board of Education
will be elected by vote rather than appointed. Some blacks feel that
changing to an elected Board is a white strategy. One business man stated:

They sold us the idea of having an elected Boardchoose your own
manbut you need money to get votes and most blocks will have to
depend on white money. And if they put up the mo.ey, they'll
dictate the program. It's just not as glossy as it loe s to have an
elected board.

THE ELEMENTARY SCHOOLS

Figures of the racial breakdown of all classes at the elementary level
show no white or all black classes, and except for a few instances, classes
reflect the total school ratios. In terms of numbers, students are thus pro-
vided with ample opportunities to interact in their classes with members of
a different race. The fifteen educable and two trainable special education
classes are predominantly black, and two of them are all black. The district
provides speech therapy services, guidance services, health services, as well
as psychological and socal services.

Reading specialists Ind teacher assistants are utilized in the elementary
grades to assist teachers in giving more individual help to students. The
teacher assistants are an integrated group and in most cases a teacher will
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TABLE 2

STUDENT AND STAFF RACIAL COMPOSITION IN
GOLDSBORO CITY SCHOOLS

1972-73

Number
B

Students

W
Number
B

Teachers

W

Administrators

W
Percentage

B W
Percentage

B
Number
B W

School

William Street 634 339 65 35 17 15 53 47 0 1

Edgewood 183 163 53 47 6 7 46 54 1 0

Walnut Street 160 100 o.c. 38 4 5 44 56 1 0

East End 224 150 54 46 10 9 54 46 0 1

School Street 362 220 62 39 8 TO 44 56 0 1

Goldsboro Middle
School South 452 352 56 44 18 13 59 41 1 1

Goldcboro Middle
School North 496 358 58 42 14 18 43 57 1 1

Goldsboro High
School West 351 236 60 40 10 12 45 55 0 1

Goldsboro High
School East 929 720 56 44 72 28 44 56 2 1

Totals 3792 2637 59 41 109 117 48 52

The above figures represent a total student enrollMent of 6429. Not included
are 140 special education students from the Goldsbcro area, most of whom are black.
They bring the system wide enrollment up to 6569.



have on assisiont of a different race. Twenty-one Follow Through classes
provide sperial progroms to meet individual student needs. Diagnostk
testing in reading and mathematics occurs for grades three, four, and
five during the second week of school, and teachers use results to individ-
ualize instruction for the students. Reading readiness tests are given to
Godsbor first graders during the fall, and third and fourth graders toke
achieveme tests in mathematics and reading during the spring.

s'a.. ore foken ;,,to cor,sicleration when students are assig. ed
to elementary classes, so that they are balnnced in these respects. Classes
are grouped heterogeneously in terms of ability, but teachers regroup
homogeneously within their classes for reading and mathematics. Both black
and white teachers state that regrouping results in segregated patterns.

No particular groupings are used for social studies or art and musk
which re taught by regular teachers. It is the policy of the district to have
students alternate between black and white teachers. In some instances, two
teachers operate as a team, and in these cases, one is usually black and one
is white.

Recent Glasser workshops have focussed much effort on instructional
techniques for students with divergent abilities. In the elementary classes
which were observed, instruction varied greatly, but methods were reloted
to individualization and continuous progress techniques. Modified team
teaching and small group activities appeared to be characteristk methods.
Advanced classes are provided for gifted students, and crafts classes for
ur.derachievers. These classes are racially mixed.

In the observed classes, whether student seating was prescribed by the
teacher or by free choke, students were in racially mixed groups. Friendly
interaction between black and white students was observed in classrooms
and on playgrounds. Both black and white teachers also spoke of friend-
ships and home visits among black and white children. Classraoms were
attractive with carpeted interest areas in many cases, rich with a variety of
materials. Reading labs were well equipr-d and were comfortably arranged
to provide a pleasant atmosphere

Both black and white teachers spoke of their difficulties in teaching
students with widely ranging needs and abilities. Many of the children
having the most difficulty are black, and teachers cited the poor back-
grounds of these students 03 a major factor in their academk problems.
Some felt the district's Follow Through Prngram was helpful, but most
teachers indkated that somehow more had to be done throughout the ele-
mentary years. With classes that average thirty to thirty-five students,
teachers felt they weren't able to spend enough time with children who need-
ed much daily help in the classroom. While aides assist teachers in many
classes, the busien of instruction falls on the teacher. Although the teach-
ers appear to be ontimistic about the children they tecs.h, some expressed
frustration at the aw progress of some students.

What was ..-;!cina in elementary program in Goldsboro was a
planned cr.,: 4..co; trls., integration of multi-ethnic topics into the curriculum.
While some basal texts have pictures Iportraying different ethnic groups, black
teachers fe!t that their s;ories about black families are highly contrived, and
black children cannot idehtify with them. Pictures and posters on bulletins
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and walls in some classrooms reflected a concern for ethnicity, but a
variety of multi-ethnic materials does not exist, and conscious efforts are
not being made to initiate change in elk area.

CLASSROOM DESEGREGATION AND STUDENT ACTIVITIES
IN THE UPPER GRADES

In this study, classroom desegregation in the upper grades is examined
as a factor which reveals academic status positions between black and
white students in lerms of the levels of classes to which they are assigned.
Also revealed is the extent to which possibilities for classroom interaction
between blacks 'Ind whites exist as reflected in the racial balance of such
classrooms.

Goldsboro Middle School North

At Goldsboro Middle School North, 59% of the students are black and
41% white. Students are grouped homogeneously according to test scores
and teacher recommendations. In mathematics and language arts, this
results in four coded groupings: G-high, M-middle, S-low, C-very low.
Social studies and science break dowr into two grouping levels. The effects
of grouping on classroom racial balance for students in the eighth grade are
illustrated in Tables 3-6. Table 3 shows that the highest percentages of
black students in the language arts area are in the :ow and very low group-
ings. Conversely, the majority of the white students are in the middle to
high academic groupings.

The picture is similar for the 8th grade mathematics classes at Goldsboro
Middle School North. The majority of the black students are in low and
very low homogeneous groupings while the highest percentages of white
students can be found in the middle to high level classes. Table 4 shows
the breakdown for each of the mathematics classes.

Social studies and science classes break down into two levels: high-
middle and low. While black students are certainly represented in the
upper level classes, the largest percentages of black students in both
social studies and science are found in the lower level classes. Tables 5
and 6 illustrate the ratios for each of the social studies and science classes.

Physical education classes are balanced at Middle School .North os well
as Beginning Band and Advanced Band classes. One hundred and five black
students and eighty-eight white students are enrolled in the band. interviews
with white parents revealed that there has been a conscious effort by whites
to integrate the band at this level so that the present situation of a nearly
all black high school band will be changed in the very near future. Close
to 80% of the students have elected to take a career education course
offered at the middle school, and these classes are racially balanced.

An intramural program exists at the sthool for boys and girls, but stu-
dents who participate in it are predominantly black. The school is the



TABLE 3

Goldsboro Middle School North
Eighth Grade. Lancuage Arts Classes

1972-73

Class No. of No. of % of
Whites Blacks Total Slacks

Language Arts G 34 7 41
30 11 41
21 18 39

17
27
45

Imme

Language Arts GM 18 16 34 49
18 17 .-- 35 49
15 20 35 59
14 19 33 60
4 9 13 70

Language Arts S 8 22 30 73
6 18 ---24 75
6 20 26 7_7
6 21 27 ?8
5 22 27 81 .

4 19 23 P
4 23 27 85

Language Arts C 7 13 20-
19 23

boding 9 13 22 59
4 15 19 '79
3 13 16 81
o 16 16 100

Reading Lab 3 7 10 70
3 8 11 73
3 8 11 71.
3 9 12 75
2 9 11 82
2 9 11 82
2 10 12 83
2 11 13 . 85
2 11 13 85
1 7 8 88
1 9 10 90
1 9 10 90
1 10 11 71
1 11 12 92

7 0 10 10 100

G High M - Middle S - Low C Very Low
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TABLE 4

Goldsboro Mddle Sc!lool Ner:h
Eighth Grade Mat'nernatics Classes

1972-73

Cass No. of No. of Total % of
Whites Blacks Blacks

Mathematics G 31 3 34 9
34 6 40 15

Mathematics GM 20 16 36 44

Mathematics M 21 14 35 40
19 15 34 44
18 17 35 49
18 18 36 50
17 19 36 , 52

Mathematks S 9 21 30
9 23 32
8 23 31
8 24 32

70
72
74
75

6 23 29 79
7 26 33 79

Mathematics C 8 23 31

7 25 32
7 25 32
6 25 31

74
74
78
81

G - High M - Middle S - Low C- Very low

;
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TABLE 5

Goldsboro Middle School North
Eighth Grade Social Studies Classes

1972-73

Clots

Social Studies GM

No. of No. of Total % of
Whaes Blocks Blacks

21 2 23 9
22 15 37 41
21 16 37 43
19 15 34 44
19 15 34 44
19 16 35 46
15 15 30 50
10 18 36 50
17 19 36 53
12 18 30 60

Social Studies S 3 23 26 64
8 24 32 75
6 26 32 81 -'
6 26 32 81
6 26 32 81
5 24 29 83
4 28 32 88

GM - Middle-High S - Low



TABLE 6

Goldsboro Middle School North
Eighth Grade Science Classes

1972-73

C lass
No. of No. of
Whites Black: Total

VIANIMICEN

% of
Blacks

Science GM 25 2 27 7
25 3 28 11
13 2 15 13
19 6 25 24
22 s 30 27
25 12 37
18 9 . 27
13

9
22
25

35
34

Science S 9 23 32
8 22 30
6 .24 30
6 26 32 81
4 27 31 87
3 28 31 90
2 29 31 94

32
33
63
74

72
73
so

GM - Middle-High - Low



former Dillard High School ond 7 located in a black community. White
students are bused in, and teachers and administrators felt that the lack of
white participation in after-schaol sport activities is the necessity for
parents to pick the students up after schaol. This view was alsa expressed
by white students who spoke with some regret of the transportation problem.
One boy stated:

Out ofier-sci.00l octivities cause I live six miles from
here, and I have to ride a bus. And usually my mother doesn't
come pick me up unless I stay af ter school for something. So
miss all the intramural sports that are held after school.

When walking through the halls of Goldsboro Middle Schaal North,
one gets a definite impression of the separation of the races. A corridor
separating two wings serves as a gathering p:ace for black students, and
outside the building during lunch periods students gather in groups that are
almost all white or all black. In the cafeteria, students sit with their own
race except for a few individuals. Ethnic groups also fell into sections of
the cafeteria so that one side and along the back was black, and the
front and the other side was white. Students pointed this fact out and stated
that blacks and whites almost never mingled at lunch. They didn't fee'
that this was due to any open hastility, however. One white student stated:

I'm friends with a lot of black people, but my best friends are
white, and usually you want_to sit with them and talk with them
while you eat lunch. It's not a conscious thing about - hey I
want to sit with him, he's white, you know. It's 9 wanna sit with
this guy because he's my triend'.

Both the black and white students who were interview ed spoke oF inter-
racial friendships they had with particular individuals, but rcrely were these
friendships continued after school hours. Some of the whites felt that their
black friends behaved differently when they were in a group with blacks.

We don't have any trouble except wher she gets with her friends
and they don't like her being around a white girl. We get along
real well when we're by aurselves. She tells me her problems. I

think she trusts me more than some of her black friends.

When he's around me, he's real nice, but when he's with his friends,
he's different. It's strange.

The black students at the Middle School felt that whites in a group give
the impression of ignoring blacks.

There is not much mixing between the white students and blacks
because most of them don't want to have anything to do with you.
They think they are better,than you are.
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ometirnes if you are a friend of a white girl; you spenk to
them, sometimes they will speak to you and sometk, !1-,ey won't.

for intramurak, there are no after-sr. A Black

studnws 'el. this was because white students wc come due to trans-
portat:,:i oroblems. There is a Student Come rh two representatives
frorn ecch homeroom, one black ond ane white, no serve alternate

. c-:.),-ti.-5entotives elect president ch sr.%Inster. Dt:rine
th 723 school year, the president nad ' earl white ihe first semester,
and one of his best friends, hjd r,, was elected president the
second semester.

Th e. students did not bel that school -tivities brought them together
with the exception of a stocking drive :t i:hristmas where they described
great participation by all students, block and white. Thp whites also indi-
cated that they felt less secure around blacks as they got older, especially
iF they were threatened. They added, however, that they thought that
blacks and whites who start going to scho,' t,-Nnether rom the first grade are
much better off. "We were just thrown r. All of a sudden, go to
schoi together. We'll bus you eight r i you go to school together."

in a separate section of the Middle , three teachers operate as a
team with 94 students divided into top, middle, and bottom groups. The
classes rreet ;n three spacious, open, carpeted rooms: one for mathematics
ond scienc- for language arts, and the third for social studies. The
rooms arc. -:ractive, and the atmosphere seems relaxed. Students sit
,vhe.re the/ at tables arranged around the room. They are assigned to

j/ groups an the basis of performance on achievement tests and teacher
recommendations. During a visit to the rooms, an interviewer noted that
students, far the most part sat with students of their own ethnic group. There
were many instances of friendly interaction between black and white students,
hoNever.

Data on student ratios in the classrooms of Goldsboro Middle School
North reveal some degree of segrégqtion in academic subjects where the
rr,ajority of the black students are assigned to lower level classes. Equal

status relationships in terms of academk assignment is not yet a reality, and
this hns an effect upon the nature of relationships and attitudes that develop.
Many staff members are aware of this problem. Equally lacking, however,
is a curriculum conceptualized to help erase myths and provide an initial
basis for recognizing the nature of the black experience in the United States.
Neither black nor white students at Goldsboro Middle School North could
talk about anything they had learned in the classroom about the black
experience or the contributions of blacks as a consistent.part of history.
One white student felt that black students dkln't like it if you talked about
blacks. Another white student said:

I don't remember kng about anything. We didn't observe anything
glaout black History Week; I wouldn't have known it existed unless
I had already known. There isn't any emphasis at all. We just
study North Carolina. 408
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Clots

TAN. E 7

Goldsboro Hist, School West
Ninth Grade English Classes

No. of No. of
Whites Slacks Total

English

% of
BtocIa

27 9 36 25
20 a 28 29
19 16 35 46
18 16 34 47
16 15 31 48
16 15 31 48
9 9 18 50

16 16 32 50
IS 17 32 53
11 23 34 68
10 21 31 68
8 19 V 70
9 23 32 72
7 :0 27 74

'9 26 35 74 *;

8 25 33 76
7 24 31 77
3 1 15 80
5 21 26 81
o 14 14 100

Reading 4 17 21 81
5 22 37 81
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Staff members told the interviewers that a prescribed state curriculum
existed in social studies. In 7th grade, Afi ica, Asia, and the Pacific
Islands are covered. North Carolina, and the United States heritage is
covered in the eighth gr ade. Some staff members seemed to feel that the
use of a prescribed curriculum excluded the oossibilities for considering
elements of block history. The school library of 9,000 volumes is also
lack in,9 in books which relate to the black ;.,>.perience. The library con-

He; irage Collectioi,. about t..eelve books on
black history, a few biographies, and a series of booklets focusing on true
stories )f blacks in various careers. The librarian stated that neither
teachers nor students used the books that were ovailable, and her requests
to teo Iers for suggestions got no responses.

The data presented indicates some areas for concern at Goldsboro Middle
School North. One has to remember, however, how far this school has
come in its efforts to achieve desegregation and to recognize the needs of
both black and white students. Nevertheless, the tasks that now exist are
equally as difficult as those which set the present situation in motion.

Goldsboro High Sch.2o1 East and West

English classes are not rigidly grouped for ninth graders at Goldsboro
High School West. Students taking Latin and French end up in the same
classes due to scheduling, however, and only 15 of the 87 students elect-
ing a foreign language are black. Table 7 shows that the classroom break-
down of blacks and whites in ninth grade English closses varies comiderably.
One class is totally black, and the reading classes are predominantly
black.

The English program at Goldsboro High School East consists of many
nine-week elective courses. Levels exist within this electiv,3 program,
however, and while students may select courses they want, c tracking sys-
tem is operating in actuality. An examination of the e!.sui;s of ctudent
assignment for the first nine weeks of the 1972-73 academic year reveaied
about 15 classes which were all or nearly all black or white. Two of these
classes were entitled, "Negro Writers," a course which whites have tradi-
tionally avoided. Very little about blacks is covered in other English offer-
ings, and the teacher of the "Negro Writerr" elective felt thot this 9-week
elective was an inadequate survey of black literature. lntorviews with
teachers mnd administrators revealed that other instances of segrecution in
English classes reflected the fact that either by choke or temele recom-
mendotion, black students were consistently electing to take less demanding
courses.

As would be expected, mathematics classes in the two high 5cl-iI5 reflect
the grouping patterns established at the middle schools witi, the majority of
whites in the more advanced classes. Table 8 on p.443 illusf.rate #!...lt most
of the black students in the ninth grade are in General Math oks-o:-
most of the white students are in Algebra classes. Table 9 on p.144 reveals
that while many of the High School East mathermatks classes are well T
grated, Few black ,ituder are found in Advanced Math or advarced #,Sebro
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TABLE 8

Goldsboro High School West
Ninth Grcde Mathematics Classes

1972-73

Class
No. of Nc. of
Vihites Blacks

Total
Blacks

General Math 9 13 2:: 59
10 20 30 67
6 ;:, 12 69
8 :.) 2t1 71
8 21 ::".) 72
7 19 26 73
6 18 74 75
7 . 22 29 76
3 11 14 79
5 19 24 79
5 24 29 83
o 14 14 100

Algebra Preparation 13 13 26 50
13 15 28 54
11 17 28 61
8 16 24 67
7 18 25 72

Algebra I 14 5 19 26
16 6 22 27
15 7 22 28
12 6 18 33
16 8 24 33

Algebra IA 17 2 19 11

16 2 18 11

Algebra I and IA use the same book, but IA is more accelerated.
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TABt.,5 9

Goldsboro High Snhaol East
Grades 10-17 Mat'ncrlatic:

197243

Class
No. of
Whites ot Total

Intermediais Math 19
14
.6
6
5
5
4
4
4

3
26

19
17

28
26
28
31

22
40
21

25
22
31
30
32
35

Consumer Math 6 15 21

Advanced Math A 16 3 19

Advanced Math 8 29 1 30
21 26

Algebra Preparation 4 a 12

Algebra I 19 a 27
18 13 31
16 13 29
15 14 29
9 19 38

13 14 27
10 18 28

Algebra II 21 3 24
26 6 32
21 7 28

3 17 6 23
26 10 36
23 9 32
15 7 22

Geometry 24 a 32
26 9 35
19 7 26
21 12 33
17 to 27
20 12 32
11 10 21

Calculus 11 12

% of
Blacks

14
65
71
76
77
as
87
38
89

71

16

3
19

66

30....
42
45
48
50
52
64

13

18

25
26
28
28
32

8



and Calculus classes.
Science classes are heterageneausly grauped at t'Ie ninth grade !eve!

and Table 10, p.446 indicates that this results in classraom integration.
Table 11, p.447 shaws that at High Schoal East, Bic, logy classes are for the
most part well balanced racially, but few blacks are faund in Advanced
Bialogy, Chemistry, or Physics courses.

Student; are nat tracked at either high school ii the social studies area
..eil Civics and geography

are offered to ninth graders. At High School East, a year of U.S. Heritage
is required and a few electives are offered. One of these electives is
black history with two classes totaling 51 black students. This course is
divided inta topical sectians, the first being an African Heritage unit.
Conditions and life styles in early Africa are explored Followed by the
period of contact with Eurapeans and Arabs, the beginning of the slave
trade, and an analytical study of the institution of slavery. This is followed
by a unit entitled "Age of Accammadation" which covers the period from
Booker T. Washington to the Harlem Renaissance. The final unit is entitled
"Black Awal eness" where the vario.)s aspects of the Civil Rights movement
are studied and compared to the black revolutionary movement. The teacher
of this caurse pointed out that very little about blacks is covered fn the
regular curriculum, and "Black History made the students more aware af the
missing links." He did feel, however, that "there is more of a trend here to
incorporate mare and more black history into le mainstream, but teachers
are not qualified to do a gaod job." He cited a minNcourse in his depart
ment cc:lied "Famaus Persans" where a lot of blacks are mentioned.

The teacher of the black Mstory course stated that since the course was
first offered at the time af desegregatian, only four white students has en
rolled. He added that he had learned from the mother of one a i-hese stu
dents during the first year f desegregatian that seha& administrators at
that time had tried tc. disLourage her daughter from taking the course. The
teacher added:

I think as far as black history is concerned, the white community,
or at le the whites of influence fend to think of it as a race
history, a racist history rather than an :ntellectual pursuit. I try
to instill a sense of race priue, but at the same time, I'm trying to
fill a void in American History because our contemporary teachers
and textbooks just don't have it in there at all.

Bknk students resent the fact that white students do not have to learn
abour black history. One girl stated:

I enjoy tttc course because it has made me aware of the things that
ordinarily I would never have become aw,are of like black contribu
tors. What I whh is that some of the white kids would take it. In
the first of the year we had a few whites in the class, and the next
day they were out. Why? I don't know. If the, would toke it,
they would respect us more. It would show them that we hove come
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TABLE n

Goldsboro H:gh Schocl East
Grades 10-12 So;enca

Class No. of
Whites

Biology 23
2

18
16
14

13
14
11

10
13
11

7
9
7
8
2
7

Advanced Biology 21

Physical Scitrice 13

Chemistry 21

30
24
14

Physics 15

1772-73

No. of
Blacks

Total

Al=1..liMIZINa
Ir of
Blacks

6 29 21
7 ?9 24

11 29 38
12 28 43
15 29 52
15 28 54
18 32 56
14 25 56
13 23 57
17 30 57
19 30 63
13 -1 65
19 23 68
19 '3 68
18 26 69
5 7 71.. ...

19 26 73

1 22 5

20 33 61

4 25 16
6 36 16
5 29 17

9 23 39

0 15 0
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from somewhere and we are going somewhere.

One black student also complained that many of the black students da
not take the course seriously.

The thinry that shuck me is that in my class everyone in there is
t ent+rJsiosm

aver it. They just get in there and hope that the teacher passes
out a passing grade. And it is kind of hard for me to go in there
and want to do my best when the others are just goofing off. They
just take it as a fifth caurse, but actually it is a hard course.

Tables 12,p.449 and 13,p,449 show that health and physical education
classes are well integrated far both boys and girls at Goldsboro High School
West. This is equall, true at the East building. Music activities at the
East building are prea. minantly black. The Mixed Chorus has 56 black
students and 13 white students, and the Touring Choir consists of 69 black
students and nine white, and the Charol Director is black. After desegre-
gation, the Goldsboro High School Band became an all black activity
under the directian of the black director who had led the band at Dillard.
This director has left the system far a college position, however, and the
present director is white. For the 1972-73 academic year, the roster of
60 band members included 15 white students. The Band has two white and
six black majorettes. Members of High School East's Drama Club and news-
paper staff are mostly white.

Each of the Goldsboro High Schools has football, basketball, and base-
ball teams, and at af the schools the footbal team is integrai.ed, the
basketball team is rY,z, -ely black, and the baseball team is white. The foot-
ball team has a white coach, the basketball team t, olack coach, and the
baseball team a white coach. When asked about the (....mpo;irron of the
basketball team, white students interviewed stated at first that it was
simply a sport For blacks more than whites. When pressed, however, they
stated that some whites would like ta go out for the team, but it had been
too strongly identified with the blacks. One student said,

To me, and talking amony the white g..1.;;, you know, we have a lot
that could plc/. But they feel it's a black game. They let all these
blac:: guys r n around them with talk that basketball is a black
game, and they don't go out. They.won't have nothing to do with
it.

Other students stated i'-at they av-Tded trying out for the team because they
feared they wouldn't ploy as well as the blacks, or for fear of being
"hassled" by the blacks on the team or by their white peers.

When questioned about the composition of the baseboN team, some of
the black students also stated that some blacks had wanted to go aut

the fir Jrrl, but were ignored at tryouts and felt they would be left out of key
posi-ons. One black student stated, "Ever since thioschool has oeen



TABLE 12

Goldsboro High School West
Girls Ninth Grade Health and Physi,:al Education Classes

1972-73

Class
No. oF No. of % of
Whites Blacks Total

Blacks

Health and Physical
Education

13 18 31 31
)6 15 31 48
14 14 28 50
13 16 29 55

13 18 31 58
12 V 34 65
10 25 35 71
10 26 36 72
a 24 32 75
6 21 27 78

TABLE 13

Goldsboro High School West
Boys Ninth Grade Health and Physical Education Classes

1972-73

MINEM flINKTMOSIIMMIN.1113.11=MitlIEMEMEMEniiiii.M././.03.M../=.7.

Class No. of
Whites

Health and Physical
Education

13

8
15
12
12
10
a

11

13
11

417

..8

No. of
Blacks

Total % of
Blacks

14
9

18

27
17
33

52
53
55..

15 27 56 ;
15 27 56
14. 24 58
12 20 60
10 29 62
23 36 .64
20 31 45



integratecl tere linve been nothing but whites on the team. I went out
for baseball last year and they acted like they just didn't want us to play. "

Both black and white students felt that football was an experience that
brought blacks and whites together on the field, but friendships did not
continue after games. Other sports which break down along racial lines
nre track which is rnosHy black and tennis v 'lick is white.

T _ c), spai l. Ci six b!zicJ:s

and six whites according to regulation.
At each of the high schools, Student Council representation consists of

a black and a white representative from each of the homerooms. The
Council elects its own officers, and these are usually balanced between
whites and blacks. Class officers are mostly black, and white students feel
that this reflects the fact that the school has a majority black population.
When questioned if they felt if students voted along racial lines, the white
students felt that it was hoppening less naw than in the past. !One student
stated, "I think if you dor 't knaw a person, you might do that, but if you
know them think most stidents vote for who is the best candidate." The
schook also hav7; !!Yrnan RelcWons Committees with black-white repre-
sentation.

The schools sponsor few social functions. The Homecoming Dance,
Christmas Dance, and Class Dances are attended by both black and white
students, but whites don't attend ofi,er dances that are held.

Seating patterns are segr,gated in the cafeterias of both schools, but
there ale instances where individual black and white students intermingle.
Both black and white students wha were interviewed spoke of few close
friendships with individuals of a different race, and emphasized the separ-
ateness that exists after school hours. Few whites had had black friends at
their homes, and most spoke of the fact that their parents would not approve
of this. Blacks stated that they felt that whites were afraid of coming into
their neighborhoods.

While much evidence of racial separation exists in the upper grades of
the Goldsboro schools, it must be examined with thc recognition that these
black and white students have been separated for most of their lives, and in
spite of the Fact that the disTrict had expended much effort to bring them to-
gether in an at 'sphere absent from conflict and hostility, barriers are not
easily eliminated. Nevertheless, some barriers have broken down, and the
frankness that characterizes the following two statements by white students
captures the realities of their feelings as they struggled with a new situ-
ation.

About the fifth grade before we desegregated, I edn't know much
about them, you know, just what I'd heard and how they start a lot
of trouble andceverything. And now that I've been with them in
school for three or four years, I can see that a lot af them are like
lat. But there are also those who come to school to 'earn, and

not to cause trouble. And I'm glad I've had a chonce iee that.

When I was in fifth grade ana they were gonna start [desegregation]

0



I .e.'Cls 3C';1 ed e /ei yh Lc I want to have anything to do
with them. And then I leat ned to know them better, and after I

got kicked a few times and started to shut my mouth to them, I got
along with them. And r since then I've been pretty good friends
with them.

P,ARENTS

At the elementary level, teachers who were interviewed spoke often
of friendship and interaction among staff members. They tolked of open
and good natured joking between blacks and whites, wo Iing closely to-
gether on instructional matters, and some after school socializing. A sense
of sepc-qteness was more apparent ot the upper grade level. However, this
could r 2flect the fact that there seemed to be less opportunity for any of
the teachers, block or white, to shore ideas during the school day. Only
one of the teachers interviewed in the upper grade schools spoke of social-
izing with another staff member of o different race after school hours.

Parent committees at the various schools are much less active than they
were during the height of dese9regation cctivities, and block representa-
tion is low. Black parents iho were interviewed, however, spoke of their
satisfaction the schools, but voiced concern over the fact that so many
black student, ,_ontinue to hove serious academic problems in the Goldsboro
schools. Their continual emphasis was on the need to find ways to narrow
the gap between white and block student achievement.

White narents, while suppc ing in philosophy the district's desegrega-
tion efforts, were frank In their feelings that too mt.c h preoccupation with
the problems of block students fostered a neglect of the white student. One
white parent stated:

l'rn more concerned _)w than I was before because I thought that
we hod the facilities in the schools and the know-how to make this
o workable situation and to really Pducate the blacks for the better.
But I personally am more concerned because mine ore going backward.

Many white parents also expressed concern over the language commonly used
by the black students which was quickly picked up by the white students.
Some resented their childr_n being exposed to this language. But other
white parents felt this was not on important concern. Undercurrents of dk-
con tent thus exist among white parents. But generally, their feelings about
Goldsboro schools today continue to reflect positive suppoq.

479
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FINAL IMAGES

One final measure of the successes of desearegation in Goldsboro is
the extent to which those it has affected continue to believe in its advan
tages. The fallowing commentaries are illustrative of positive and very
ncsr-,lol outcomes of tHe dish efforts, riod they reflect ttle hopes of

turui .

I personally feel and have felt from the beginning that our children
have to learn to live in a real world, not a white world. Whether
we like it or not, our country is changing in this respect and begin-
ning to recognize the other half of our population and give them
full rights as citizens. Our children have to learn to live in this
world. We didn't. not our fault we didn't. We were never
allowed to. This is my main reason for believing in integration.
Plus I think the block community has a lot to offer us spiritually
and culturally. Different, yes, but something to offer, and we
have to find out what it is and make it on integral port of the
community.

(white parent)

There r,o dPnying that integration was viewed with mixed feelings
by so-le of Yes, we hod been told that maierials and facilities
wer. (etter in white schools, and that our child;en would benefit.
R"4. n Feeling for our schoak. We had gone through them,

a certain pride in what they meant to our community.
.iow that our children must learn to compete in a white

and tl y must have every advantage. And I feel that inte-
57,1tiry,- :4 going to bring thh about.

(block parent)

yr, a.ay still hove lots of fights and disagreements, but wNen we
jraduate and go out into the real world, it's gormo be block and
white and different kinds of races. And of least wc 've had a chance
to learn about that now.

(white student)

Integration has given us o chance to see that whites aren't better
than we are. I think that the better facilities ond mare materkils
will help us achieve mare in the future,

(block student)

Desegregation in Goldsboro, North Carolina, wos a drama of change
involving a very complex network of actions and -euctions. The description
presented in this report evolved from written material and the words of
those closely involved c. affected. The report is not exhaustive, and there
are many in GoLlshoro whose pee-options are not reflected. This is
espeeally true oi lower class whites and lower cla:4 blacks. Nevertheless,

11452
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cortificatrd i.orconnel sn that nn school Li. idontifiablo by Clo componicion or

itt faculty at hcing tailored for n Y:avy ronceltratiou of cithcs- PIntk or White

stndentn. v,,r v. Montrorcry county n,erd or Education, 195 P.5 725 (1960);

Itmoer v. mit', or Ls.rfolk. 397 F.7d 17 ".th Cir. 1968).

14. 1hv rctironsibility for fatuity ind staff dosconvatiun 1. shut. of the

dyfendant, not the teachers. The achievemeat of deaerrogeted facultieh may not

be mado contingent upon tho willingness of teachers to volnntsrily trsulifer from

their present schools. If necessary, a district must use its power in mssign

or reasA%n tonchcrs in order to comply with the cen,-'tutional renniremen.t.

Puttcd :.tnte,.. v. Board uf Education of City of Rennener,.196 V.211 64 (5th Cir.

1968): Monroe v. Cerminlioners of City of Jnekson, 380 F.2d 955 (6ih Cir. 1967);

KOfy V. O!theimer. 37A F.2d 483 (8th Cir. 1957).

15. A scl ccccc 1 district may not, consistent with the rontteenth Amendment,

maintain herretited schoeln !vesture f, or permit educational choices. to l,c in-

fluenced by, 4 policy of racial aegregation In order to otcownItt cesmonity Nen-

tleent nr to appeane the wishes of even a majority a the voters. (%rer V. Annoll,

358 U.S. I, 15.16 (1958): Reitman v. Mulkey, 187 H.S. 169 (/967): Nunruo v. Ponrd

nf Commissioners. popral United Staten v. Nchnol District 151, suilla; NpromIcr v.

PaNadvol .:iry trd pr Cs.luontien. bupra.

14. Ar a matter of law, Oa intended and inevitahlo effett of a seies of

*policy decinions made by tha defendant Spacial School District 01, flinncapolls,

Hioncanta, wi:11 respect to Size and location of schools, tIttendnnt renea, en-

rofl. ,nt of variant: schools, transfer pi:Attics, and reacher ormirnwnts as dp-

a7-ilbed 11. the rindIngn of Face act out above has 40en tu aggrovor am Increase

rc:al nensegation 111 its t110011, These policies have bcen rsporially of-

Ce5P1VO due to the defendant's knowledge of the extentZve nature or tonossog meg-

recnttc, within its 1 nds. Amon v. Pooled nf Fdncution, 1.1vior v. Hoard

of rencation of city school District nf City of Dew Rochelle. punra: Sonu ler v.

Igmadma rott Iliard of Cdnoation, onora; Davin v. School Dintsict uf_the City nf

Pintinc, Pnitod States v. School District 151 of oo r us2ij flioois,

Supra.

MIMI FOR JINICPTRT

Thin Court having ful1y considered the tentleinny and docomentn tortured nt

trial, ad the tlerdIf it tons and esitibitii altuebed threrrts., heft es/m.1-4W that ft

h 11,1 been eittrul that Oct e extata a Contiit Is ni of rocreted c.41-8.1r. id the t y
. . _



Minneapolis:, and that the Intentional actions of the defendant herein aro in

pert rzrponsible for this condition.

a 15 WERUCRE oanwo that the defendant, lta school board, it4 wants-

:".-:ators, its employeec, its agents, end ell those whc are in active concert ^r

participation with them, are hereby permanently en!itned from discriminating on

.the basis of race or notional origin in the operation cf Special School laatrict
#1 or any succeluer district

or districts which may bit formed therefrom. Such

injunction iv directed particularly at, but not limited to, the discrimination

in assignment of students and teachers within the District. A. Ls set out more

completely belew,, tho defendant shell tske affirmative action to dineatablish

chool segregation and eliminate ele effect, of its prior cnaawful activities.

That which shall constitute minimal
compliance with this order is an pollows:

1. The defendant will Proceed te implement its Plan ar.Deiregregation/.

Intogratiun ae adopted with four amemINAIts by the f,clioni Beard
c.n.April.25,....117.5

The Cow': I. reatly impreseed by the obvious amount of consideration and prepar-'

scion which went into this Plan. Its attention to staff development and human

relationi trafring is laudable and should, if.anything, be itreared More stren-

uously.' This Court is of the opinion that the Plars'presenied by the.defendant

meets connilintionnl requirement'', oxcept for those arena indicated below.

In accepting the District's plan, the Court is in effect rejecting most of

the changes uggested by elm plaintiffs' uxpert. This is no reilectien upon him.

He appeared to be objective, fair, and reasonable. &waver, this court agrees

with Zuage Eisele that if the'Distriet's plan meta conatitutional requirement:a

court need look no further. "It is for tho school board not the enurts to

establish educational policy." Yarbrough v._lhabert-Vese Memphis, District Nn. 6, .

329 F. Supp. 1059, 1064 (E.D. Ark. 1971). This la especially true when the de-

feadent appears to be.exereising good faith. The preparation of a plan of this

1

quality in the face of this lawsuit indicates' that this defendant is net a recta-

'clime district whose premiaes are suspect. .

2. The defendant's Plan shall h-! modified in tha followine manner:

. (a) Under the District's Plan, Hethnne, pew Wehetcr, and Willard

elementary schools, and the elementary schools in the Hoy, Penn, Loring

pairing wouId have minority enrollments of close to er over 407.. In

litht.of the minority populatieo of the District ono the racial coopera-

tion of other schooli therein, the Court feela these nem:Mown* are top

Um550 .



114.11. fhereforo, tho Plan should b, 'Jltted so that no more than 352

of the atudnnt body of any one school consist& of minority children.

This is not to say that the Constitution requires a fIxed racial bal-

ance 1r public schools. The Court only otos the figure es a 'uaeful

starting point in ahapLn s re.nedy for past constitutional violations."

Swann v. Board of Education, eupra, at 25. This is a vary limited uso of

mathematical ratio since it will only affect five o: thc deiendont'a 94

schools. This Lit clearly within tho oquitabla discretion of the Court.

Swann v. Board of Education, aupre; Kelly V. Cqinn, supra.

(14 The District's Plan is also insufficient in that IL dues not go

far enough in providing for faculty integration. Therefore, the defendant

shall comply with the following formula suggetLed by Dr. Stolee. Before

there are more than two minority teachers in any one elementary school,

there be at least one minority teacher in all elementary schools.

For these purposes, princlpa.ls and assistant_princlpals shall be consid-_. _

ered teachers. The faculties of the secondary schools &hall be integrated

so that each has approximately the same proportion of minority to majority

teachers as there are minority to majority teachers in the whole system.

While the Court is convinced that thero aro sound reasons of educa.
r

tional policy for delaying final implementation of defendant's Plan until
. . .

the 1974-75 school year, it can sea no similar justification for delay of

faculty integration. Therefore this Plan for faculty inteustion shall be

fully tom let: i,r_the opening of tho 1973:74 school.year. 'Every effort

shoule be made t, ,-aplete one-third of the chances necessory to achieve

this moult by the beginning of tho 1972-73 school year:

3. The District shall not allow any transfers by principal's agreement or

otherwise wflich have the effect of increasing the segregated ninorm of either the

ending or receiving schools. United States v. Board of Education,tridcpendent

School District Nn. 1 Tulsa Oklahoma, 429 F.2d 1253 (10th Cir. 1970).

4. Any constroccion of new schools ur additions to n14 schools beyond

what is contemplated in the Plan shall be submitted to the Court for approval.

It is not anticipated that any plans which wouL have the effect of increasing

current ectegation would be 'approved. U.S. v. Huard of Publi- tontriv.:t ion,

Polk Cointy. Fla . 395 F.2d 66 (5th Cir. 1960.

S. Before any changes may be pada in the District's Plan fer Desegregation/



Integration which will have the effect of increasing or aggravating/the

\

slating

segregation ir defendant'a schools or which will in eny way JrIny full im letuen-

Onion of the Plan, the changes must be approved ,by this Court.

A,
6. Periodic reports shall be main by tho defendant every mix months until

ordcv,:d otherwise by the Court. Such reports shall indicate rite number of stu-

dents mid teacher* by race for each school in the District. They shall also

'divine sperifically of what steps have been taken toward implementing the Plan,

end indi:ate any place where the timetable of the Plan is not on scLedule. The

'reports shall 2 filed by the 31st of December and thc lst of .1u1y tech year, com-

mencing December 31, 1972. A copy of the report shell be presented to plaintiffs'

counsel ar thc time it is filed with the Court, and his comments will be airiously

considered.

rr Is SO ()Ulan).

May.24, 1972. /n/ Earl R. Larson
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Elementaryschool Class Observation

The cil,ss of Lwonty-one pupils (16 white, 5 black) were 7-, 81 and 9-

- ;101-1,,,uslv. There were four clusters

013.

The teacilor (white _.amale) had groups rotate.to her for a reading

lesson while other pupils were engaged in seat-work assignments which had

been written on the blackboard. No basal texts were in evidence and the
children worked from workbooks which the teacher graded each night. The clas

classroom atmosphere seemed organized although permissive, aud there was

some indication of teacher-pupil planning.

The telcher employed small group instruction, using the modified continu-

ous progress instructional approach (so-called on the Fasis of the regrouping

strategy). The onp obvious illustration of children from different ethnic

groups working tcTether was during the reading groups. However, no absolute

assumption can be pade since reading was Lhe only major activity observed.

The teacher reportesi a slight tendency for black boys to stay together although

there has been no resultant racial hostility. Two black children were observed

in each of the two reading groups.

There were no visible problems with the instructional program, and no

occurrence which required disciplinary action by the teacher. During the

observation period, supporting classroom personnel were not present.

Bulletin boards in the room were covered with exhibits of the children's

art, including a few pictures with black figures. There were no displays

depicting cultural diversity, nor any observable texts or materials of a

multi-ethnic nature. A sports magazine having a black athlete on the cover

was among other supplementary materials placed on the table.

Elementary School Observation

The school is housed in an old building which has been kept in good repair.

It will be converted to non-school use next year when a cluster plan will be

put into effect.

There iS a white principal and a black assistant principal with 95% black

pupils. The faculty consists of 23 white teachers and_4_hlack teachers.

One is impressed by the quite atmosphere, the warm interactions between

staff and students and the fact that everyone is busy working to achieve an

effective learning-teaching interaction.

One is negatively impressed, however, with the lack of evidence of en-

vironmental and curricular adjustments to accommodate the almost all-black

student body. The library did have a display for Black History Week at the

direction of the State Education Department. The books would be returned-to

the shelves after one week, leaving only a picture of Martin Luther King, Jr.,

11-557
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in the hall near the principal's uffice, with very little else to enhance the

identificalion or self-concept of black children or to indicate that at least

some studios were directly relewInt :o the children's inter.,:sts.

tiLgh School CLas Obsurvation

A class in Cimematics, an English Department elective, was observed be-

cause it was recommendeL as one with a good racial distribution.

By sight count there were 15 white, 3 b1ac:4, 2 Spanish and 1 Native American

student, present together, representing a distribution of several grade lovels

and, apparently, a wide range of abilities.

The class was quiet and appeared ready for work even in light of reflected

mocas of indulgence, as the teacher presented the instruction as one leLgon to

the entire group.

The teacher (white female) stated that lae class was involved in viewing

a segment of a feature-length film -- An American In Paris. Generally, the

c1as3 scoedule is such that the first 3 days of each week are used for viewing

a film. On the fourth day, essays are written.in the form of a critique of the

film incicsive of a personal reaction to its technical and artistic qualities.

On the fifth day, students have the opportunity to share a discussion of their

observations and ideas. Everyone is encouraged to relate true impressions without

fear of a negative evaluation from the teacher or other classmates. Students

are graded according to their participation in the classroom process and their

work assignments.

The films shown are of varied types and many of the current ones have

a social theme. On the other hand, certain films are not shown for this reason.

Student suggestions on films are considered whenenever there are no probable

causes for community reaction.

The teacher reported that one of the controls she has difficulty in

establishing is to have the students deal with the tehcnical and artistic

qualities of a film rather than its content (one example used vas the emo-

tional state of students following a film on Native Americans).

It is believed that, if handled properly, the class would present a

good opportunity for human relations activity.
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Task Force on Ethnft Studies An Observation

The task forco was formed at the time desegregation became a reality
in Minneapolis, with the responsibility to develop curriculum and study

units reflecting minority or ethnic populations' achievements and contri-
butions to s.:iety. To date, most of the work of the task force has concerned
black studies; a smaller part of the work has inclLded Indian and Chicano

studies. A new direction undertaken to develop materials and resources
involving Scandanavian ethnicity, as a high percentage of the white popula-
tion of Minneapolis are of Scandanavian descent.

The facility housing the task force is one large room adjacent to an
elementary school; there is storage space in the basement. The director,

three currirulum specialists, a graphic arts specialist, and a secretary

comprise the staff.

The room is filled with books about ethnic minorities, especially

Blacks. One of t.2,e task force functions is to review and either recommend

or reject books win_ ethnic themes. Those books evaluated as rep-zesentative

of the finest quality are bought in multiple copies and may be borrowed by

teachers and schools throughout the system. The collection of materials

also includes a smaller number of filmstrips and records.

Task force members may be asked to serve as consuP"ants in ineividual

schools through such forms as teaching a unit, developing a teaching unit

providing in-service training, advising for the purchase of resource mater-

ials, or collecting the necessary materials requested by a teacher.

The following list provides an example of some of the units already

developed: Blacks, Depression and the New Deal; Soul of the Black Exper-

ience. Pirth of Afro-American Spirituals and Workshops; An Examination of

Malcolm X and Martin Luther King, Jr.; Civil Eights Organizations; Leader-

ship and Objectives; Legacy for All: A Record of Achievements by Black

Scientists; and Which Way Black Americans? A row of file cabinets houses

a collection'of such units.

It was particularly interesting and st1mu1at4:1g to note the energecic

way in which the task force worked and the degree of success its efforts

obviously received in a number of the schools. This la especially true

in the fact of rapidly diminishing Ethnic Studies Programs at the univer-

sity level.

One obvious weakness of this task force is insufficient funds. Addi-

tional curriculum specialists are needed to expand the scope of the work;

several research assistants are needed to do _bliographic work and help

update some of the older units; and more time should be allotted for the
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release of the curriculum specialists to work in the individual schools.

A central administrative weakness also exists. There appears to be no
apparent systematic procedure for the dissemination of materials to the

schools and it is difficult to envision a staff relationship from this

f'orce to any central office, ....rvicc st:2ff, or individual school,

!, :

to re:411est i.iii:orination or service. Given tu richness o/ this resource.,

a b,-..tter organized delivery system is eminent.

An additional observation seems equally important. Most of the teaching

and counselling staff interviewed expressed a desire to end the human re-

lations training and tr: begin to concentrate on assisting teachers and staff

in learning more effetive systems and methods by which academic subjects

might be offered to students. If this request is as major as it appears to

be, it seems reasonable that the Task Force on Ethnic Studies would be a

proper place to look for this assistance.
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PREFACE

In February, 1974 a research team of six persons, representing

Teachers College, Columbia University, went to Orangeburg District

No. 5, Orangeburg, South Carolina, to do a follow-up of a 1972

study which documented the efforts the district and community made

--IW-dEsdgregating its schools. Orangeburg was one of tive-so4aa/..,N

districts included in the comparative study of desegregated settings,

funded by the National Institute of Education, which had as its

goal the documentation of key processes that are associated with

the evolution of an effective desegregation plan.

During the three-day visit the team visited five of the

district's nine schools, met with staff at the central administra-

tive office and conferred with parents and community persons in the

evenings. The study consisted of formal and informal observations,

i.e., in classrooms, hallways, cafeterias, etc.; and, structured

and unstructured interviews with central administrative staff, a

sample of faculty and staff in each school visited, and with students,

parents and community persons. It focused not only on the key pro-

cesses, but on the perceptions of these various individuals who were

affected by the processes. A total of twelve instruments were used

to insure the adequacy and consistency of data.

It is worth repeatin6 that the study describes the process rather

than evaluating the long range effects it has had on the citizenry.

While the latter would be a desirable goal in itself, and has been

the focus of numerous studies, the team was too limited in terms of

time, manpower and study design to address in a complete sense the

social, psychological and economic effects desegregation had on the

city.

A word of thanks and appreciation are due to school persons at

all levels, and to community persons for their complete cooperation

with the team. A word of special thanks to Mr. W. J. Clark, Super-

intendent, Mrs. Irene Myers, Assistant Superintendent and the

remainder nf the staff for making the study possible.



CHAPTER I

BACKGROUND

Description of Town and Demographic Data
1

Orangeburg, the county seat of Orangeburg County, is located in

the midlands area of South Carolina. It was named for William IV,

the Prince of Orange, who was the son-in-law of King George II of

England. The city, now populated by 13,252 persons, was first

:-Iettled in 1704 by an Indian trader, George Sterling.

In 1730, the General Assembly rf South Carolina encouraged

settlement into the interior of the state by establishing eleven

townships of 20,000 acres each along the banks of chief rivers. In

1735, a colony of 200 Swiss, German and Dutch immigrants formed a

community near the banks of the Edisto River. The site was attractive

because of the fertile soil and the abundance of wildlife. The river

provided an outlet to the port of Charleston for the agriculture and

lumber products. The town soon became well established and a success-

ful colony, composed chiefly of small farmers.

Orangeburg played an important role in the Revolution. Since the

British cause had many supporters in this area initially, t'u! area was

victimized by tragedies of divided families, acts of treackery, de-

structive raids, brutal murders, reprisals and widespread devastation.

The town changed hands repeatedly. It was often seized, then aban-
doned, then reoccupied by the British and American forces. The last

important battle of the Revolution in South Carolina was fought in the

Orangeburg district.

Orangeburg continues to benefit from and be known by its location

and the fertility of its soil. Its chief attraction is the Edisto

Gardens, eighty-five acres alons the Nor:11 Edisto River that contain

thousands of azaleas, camellias, roses and other flowers. These

gardens are an official Disrlay Garden of the American Rose Society,

are open to the public at no admission charge, and serve as the center

of recreational activities for the city.

While the area was once predominantly agricultural, and still

maintains a high degree of agricultural activity, the Chamber of

Commerce in'the late 40's intensified its search for new industry for

the city. The results have been the coming of light industry into
the city, adding some diversity to its economy. The city is governed

1Information in this section waS taken from A Factuall;ook.at
Orangeburg, South Carolina, January 1973, by The Greater Orangeburg
Chamber-of ammerce; and, A Brief History of Orangeburg by Hugo S.

Ackerman.



by a city council composed of a mayor and four councilmen. A city
administrator assists the council in carrying out the city's
operations.

Three colleges are located in Orangeburg--Southern Methodist
College, a coeducational Christian liberal arts institution; Claflin,
a coeducational church-related liberal arts institution; and, South
Carolina State College, described as a land-grant coeducational
institution, founded by the State, that serves as a focal point in
the city's cultural, social, religious, athletic and educational
activities. The latter two colleges are predominantly black, and
provide the city with a sizeable black middlQ class and student
population.

South Carolina State College was infamously associated with the
February, 1963 'Orangeburg Massacre" during which three unarmed stu-
dents were killed and twenty wounded by state troopers. This incident
was said to have mobilized even the conservative elements to action,
increasing formal channels of communication between the races in the
process.

Description of School District Prior to
Present Desegregation

Orangeburg District No. 5 currently uses a plan which features
pairing of schools in grades one through six, a central school for
grade seven, one junior high school for all of the district's eighth
and ninth graders, and a senior high school for all students in grades
ten through twelve. Though the plan under which the district now
operates will be discussed in more detail later, it is important to
establish the fact that there was not a single plan that was imple-
mented at one point in time. Rather they have experienced an
evolution of plans which led to the place they now find themselves on
the continuum.

In 1964 the district instituted a "freedom of choice" plan. As
with other similar plans pupils attending school in the districZ were
given preferential choice forms regarding future school assigr4nts.
These forms contained instructions that they should be delivered to
parents or guardians for completion, before being returned to the
school district. Upon filling these out no reason needed be given
for the choice made, as assignments by the Board were made ''without
regard to race, color or creed to the end that, consistent with reason-
able administrative requirements and within building, space and staff
capabilities, there shall be complete freedom of choice in the
selection of schools."

In late 1969 a class action suit was filed with the Fourth-Circuit
District 0ourt requesting it to rule that the Orangeburg District No. 5
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was not in compliance with previous court orders which required them
to eliminate "now" dual schoul systems that are based upon race. The

consequence of the suit was a ruling that the rate of integration
under freedom of choice was not adequate to meet the constitutional
test as promulgated by the 1969 decision of the U. S. Supreme Court in
Green v. County Board of New Kent County.

The Board of Trustees in Orangeburg (often referred to in other
places as the Board of Education, or just the Board) submitted a
terminal desegregation plan to the courts for 1970-71, which featured
geographical zoning. The plan, which was accepted by the courts
with modifications, was modeled after a neighborhood school plan.
It required students to attend the schools in the zones where their
parents or legal guardians resiJed. The Board reserved the right to
proof of legal guardian residence as it related to pupil assignment.
Transfers were possible only to the extent they met the transfer
policy which was:

1. Transfers were allowed when space was available in a
school, students might transfer from a school in which
their race was in the majority to one in whicla their race
was in the minority.

2. When space was available, students could transfer from a
school in which their race was in the minority to another
school in which their race was in the minority.

Table 1 shows the black/white percentage per school in the district
during the 1970-71 school year. As for faculty assignments, profes-
sional staff were involved in six scheduled workshops during the spring
exploring the "innovative" efforts of team tLaching in the elementary
schools. With this approach to instruction each elementary school
child was expected 'o have contact with a black and white teacher
during a part of each school day. As for transportation, it was pro-
vided for any child in the district who lived a mile ane a half from
the school to which he was assigned.

Almost immediately alter the 1970-71 plan vas approved by the
district court and HEW, it was appealed.. The courts eventually ordered
that Orangeburg District No. 5 submit another plan which would bring
about complete integration. The district submitted a plan which,
according to the judge who handled the case, "establishes a unitary
school system which will be in full compliance with any conceivable
interpretation or construction which may be placed on the equal
protection clause of the Fourteenth Amendmelit." The plan provided:

1. Two junior high schools and two seniqr high schools be
paired, which provided.for 60% black and 40% white
enrollment.



Table 1

Black/White Percentages Per School in Orangeburg
District No. 5 During 1970-71

4

a
School Percent Black Percent White

Ellis Avenue 52% 48%

Marshall 28% 72%

llichamp 52% 48%

Nix 96% 4%

Rivelon 40% 60%

Sheridan 26% 74%

Whittaker 79% 21%

Brookdale Junior High 77% 237

Thackstor Jvatior High 36% 64%

Onv(ige,!burg High 38% 62%

Wilkinson High 80% 20%



2. The elementary schools will be clustered into three atten-
dance zonesZone I, GOZ black and 40% white; Zone II, 63%
black and 37% white; and Zone III, 67% black and 33% white.

3. Faculty assignments w11 be made in a manner that will
reflect in each school the black/whit ratio that is the

same pupil ratio of the district.

4. A merger of athletic teams, bands and other special programs
because of pairing in the secondary schools.

3. The appointment of head athletic coaches, band and chorus
directors, and other special program directors on a non-
discriminatory basis--consideration given to qualification
aad personal desires of the coaches and directors.

With the successful appeal of the 1970-71 plan came a new plan
that was approved for the 1971-72 school year. The two junior high

schools in the district became one-graded, central schools. Thackston

became tt-e school for all seventh graders in the district and Brookdale
the school for all eighth graders. The two high schools were paired.
Wilkinson, the former black high school housed grades nine and ten
and Orangeburg High, the former white high school was assigned students
in grades eleven and twelve. (As was alluded to before, elementary
schools were clustered into zones for attendance purposes.) In Zones

I and II three elementary schools were clustered, one handling grades
one and two, one grades three and four, and one grades five and six.
Zone III was the exception in that,it had only one school which
housed grades one through six.
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,Table 2

Pupil Assignment 1971-72 School Year
Orangeburg County District No. 5

4

Secondary Schools

School Grades

Thackston Junior High 7th

Brookdale Junior High 8th

Wilkinson High 9th-lOth

Orangeburg High llth-12th

Elementary Schools

- Zone I

School

Marshall

Sheridan

Nix

Zone II

Mellichamp

Whittaker

Rivelon

Grades

lst-2nd

3rd-4th

5th-6th

1st-2nd

3rd-4th

5th-6th

Ellis Avenue



CUAPTER II

DEVELOPMENT AND DESCRIPTION OF CURRENT DESEGREGATION PLAN

Circumstances Leading to Plan

As was alluded to in Chapter I, Orangeburg School District No.
5's current desegregation plan is more than the articulation of one
plan that was mandated by the court. It is important to view the
entire sequence of events, from the advent of "freedom of choice" to
the current use of pairing if one is to meaningfully interpret and
understand the whys and'hows of the present o:ganizational plan.

For all practical purposes tht12 tlIrangeburg School District No. 5
is currently operating under the Plan that was submitted to and
approved by the courts for the 1971-72 school year. This plan was
touted by the approving judge as one that "establishes a unitary
school system which will be in full compliance with any conceivable
interpretation or construction which may be placed on the equal
protection clause of the Fourteenth Amendment."

The differences in the plan for 1971-72 and the one that is
currently used were initiated by a motion by the "Defendant School
District" to the jurisdictional Court. The District asked the Court's
approval for changes Chat were ratified by the Board of Trustees to
close two schools (Ellis Avenue and Thackston), to restructure grade
levels in three secondary schools, .and to provide accommodations for
students affected thereby in accordance with the plan.

By the end of the second year of operation of the plan that was
approved in 1971, the Distrit had experienced an increase of 10% in
the black population and a c'rresponding decrease of 10% in the white
population in Zone I. Likewlse it noticed that Ellis Avenue, the
only school in Zone III, was losing students, black and white, to the
extent that the pupil ratio there was 70% black and 30% white. The
Board concluded that "due to the loss of students in Zone I, space
is available to house the Ellis Avenue School students in Zone I for
the 1972-73 school session and thereafter. The racial composition of
the student bodies in the schools in Zone I will not be changed; as
the percentage of black-white students at Ellis Avenue School is the
same as that of the schools in Zone I....The Ellis Avenue School
teachers will follow the students to the new school assignments and
will not be dismissed. The principal of the school will become an
assistant principal at the senior high school with no reduction in
pay."

The Board further cited to the Courts that the organizational
plan under which it was operating required students to attend four
different schools during the six years of secondary school attendance.



"While this plan is an undesirable one," declared the Ttustees, "the
Board accepted it as the best option available at the time to dis-
establish the dual school systems and to form a unitary school
system." One remedy proposed centered around the fact that Thackston
Junior Nigh School, the oldest building in the District, for several
years was tabbed for abandonment due to enormous expenditures, i.e.*,
$90,000, to get it into acceptable repairs as far as the State Fire
Marshall was concerned. Another remedy centered around the loss of
students at the secondary level. The proposed plan was thus to close
Thackston, moving its grade seven students to Brookdale; establish
the Belleville Campus of Orangeburg-Wilkinson High School, the
formerly all-black high school, as the eighth and ninth grade school;
and to use the formerly all-white Bennett Campus of Orangeburg-
Wilkinson High School for tenth, eleventh and twelfth grades.

In introducing the motion for a change in the plan the Board
mentioned as an advantage that accrued to students, the attendance
at only three different schools during their tenure in secondary
schools. The Board described the plan as superior to the one under
which it was currently operating, one that is more economically
feEsible and one that will not change the black-white ratio in any
of the secondary schools. The Board reiterated that no teachers
would be displaced and that the white principal at Thackston would
be moved to an assistant principalship at one of the district's
secondary schools. In July, 1972 the District Court ordered that
the Dependent School District's proposed changes for the years of
1972-73 and 1973-74 were approved.

Participants in Plan Design

From all that the writer was able to gather it appears that the
design of the aesegregation plan for Orangeburg District No. 5 was
the combined creation of the Office of Health, Education an.; Welfare,
the courts and the school administration who were naturally represent-
ing the Board of Trustees. More impetus seemed to come from the
former two than the latter in that they were the initiators of
action. The judge's order for the 1970-71 session contained a tWo-
part approach as outlined by HEW. Themajor objectives of ,the phase-in
program were:

.1. To prepare the community for accepting school
with a more positive attitude.

2. To prepare educational personnel and students
successfully in desegregated schools.

3. To provide administrators time for planning the reorganiza-
tional steps required in the plan.'

detegregation



Part 1 of the program was actually implemented during the 1969-70
year, having its origin in the order which noted that "the nature of

the proposed changes for 1970-71 will require considerable detailed
planning for proper implementation." The requirements of Part I were

that:

1. All administrators in the district participate in a minimum
of 20 hours of leadership training with the focus on school

desegregation.

2. At least two teachers from each school participate in
school desegregation leadership training for a minimum

of 20 hours.

3. The administrative staff arrange for preschool orientation
which focuses on the problems of desegregation.

The judge suggested the following activities for Phase II:

"A biracial advisory committee be established to advise
the local school oflicials on matters of desegregation;

"Each school establish human relations councils which
will interact at least six times during the year with
a similar group from a school of the opposite race.
One council will be made up of teachers, parents, and
community leaders, the other of students (on the secondary
level). The councils will develop projects, discuss and
analyze problems and review the progress of school
desegregation;

...the faculties of the schools will be organized by
pairs (as near as possible), one black, one white. The

teachers will meet as a group as well as by grades or
subject matter areas with the responsibility of planning
and carrying out cooperative activities. These activities
will include organized field trips, joint programs, as
well as special units of work;

"Teachers in like grades or subject matter field will work

cooperatively. They will plan their work together and
exchange positions part or all of a school day...;

"All administrators will meet regularly...to plan in
detail the extensive reorganization necessary for imple-
mentation for 1970-71."
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Capsule of Current Plan

The current desegregation plan for Orangeburg District No. 5 had
its beginuing in earlier decisions mandated by the courts. As has
been repeated before, to inspect the current plan without concurrently
looking at its predecessors would give less than an appreciable under-
standing of the process the district engaged in.

Table 3 shows a continuum of desegregation activities from the
year 1963, the last year of totally segregated schools, through the
current year. The school district's current plan was heavily influ-
enced by the decision of the courts which resulted in the introduction
of the clustering concept in 1971-72. Briefly that plan featured:

1. Elementary Schools - The clustering of elementary schools
into three zones. Two zones would have three schools each,
one school for grades 1-2, one school for grades 3-4 and
one school for grades 5-6. The third zone would have one
school with all six grades.

2. Secondary Schools - The two junior high schools and the two
senior high schools in the district would be paired result-
ing in an all grade 7 school, and all grade 8 school, a
school for grades 9-10 and one for grades 11-12.

The organizatic;Ial plan under which the district now operates is
a modification of the 1971-72 plan. It reduced the elementary zones
to two by closing the school that was in Zone III, and it reduced the
junior high schools by one, meaning that one school now serves as the
central school for all of the seventh graders, the eighth and ninth
graders are housed together, and the students in grades ten through
twelve are plaCed in the same school.



Table 3

Continuum of Desegregation--1963-1974
Orangeburg District No. 5

.e re ation

Freedom of Choice

Geographical Zoning

Clustering & Pairing

Modified Pairing

1963 1964 1970-71 1971-72 1972-Present



CHAPTER III

PROCESS LEADING TOWARD IMPLEMENTATION

Since the current desegration plan in Orangeburg District
No. 5 had its origins in 1969, when the U. S. District Court was
asked in a class action suit to reconsider freedom of choice as
used to avoid complete desegregation, it is essential to lobk at
the model that was proposed and implemented then, and to see how it
has influenced the actions of the district since.

The August 13, 1969 issue of The Times and Democrat featured an
article on the phasing in of school integration. The subheading of
that article was "Judge's Two-Point Order Is Outlined." It explained
the parameters of the judge's order, noting that it placed emphasis on
the need for detailed planning for implementation, but more interest-
ingly, mandating some of the ingredients that must be found in the,mix-
ture. Cognizance of the need to thoroughly prepare those in the total
community who would be affected by the change(s) was manifested first
in the establishment of the three major objectives of the phase-in pro-
gram,i.e., to prepare the community for accepting desegregation..., to
prepare educational personnel and students..., and to provide adminis-
trators time for planning....Secondly, it was seen in the itemizations
of things that were prescribed for phases one and two of the program.

Articulation of Plan

The current school administration and the Board of Trustees for
Orangeburg District No. 5 have made extensive use of the local news-
paper to keep the public informed. This,became obvious to the writer
as he searched the scrapbooks maintained at the superintendent's
office containing news clippings about the district's activities,
affairs, issues, etc. Nevertheless, when the Court made its first
pervasive ruling against the &aid it ordered:

"That promptly after the filing of this order the Board pub-
lish the terms of the plan in The Times and Democrat, a news-
paper published in Orangeburg, so as to effectively notify each
pupil which school he shall be required to attend next year."

The Board obeyed the.mandate of the Court by publishing the
features of the.plan in the local newspaper. In addition to the pre-.
scribed article other articles appeared whenever an.event associated
with desegregation occurred. 'The local press was reported to have
been extremely cooperative and anxious to keep the public accurately
informed as the events of change unfolded in its midst.

An example of the kind of reporting the locaI newspaper did was
revealed in an article entitled "District School. Desegregation: What
the People Think Really Doesn't Matter." The article waS written



from a positive point of view. ft attempLed an explanation of what
the Court order meant, citing that after a series of court actions
in various parts of the country the freedom-of-choice plan was ruled
unacceptable for Orangeburg District No. 5. The article made other
points while trying to clarify the position of the Board. The

article concluded thusly:

"The school district desires that all expressions of
opinion be transmitted to their attention, however,
they cautioned against any overemotional reaction to
the situation and strongly urged a calm, reasoned
appraisal of the realities of the situation as it
presently exists in the district."

In addition to obeying the mandate of the Court to use the news-
paper in notifying pupils (and parents) of school assignments, the
news article was replicated by the Board, in the form of a leaflet
entitled "Information Concerning the 1970-71 School Plan for orange-
burg School District Number Five," and sent to each home. It was the

intention of the Board to use a "shotgun approach" to disseminating
news about the plan rather than a "single barrel" or "rifle approach"
because the more persons who knew the details, the fewer the chances
of disruption.

When the 1971-72 desegregation plan was finalized the Board of
Trustees again turned to the local newspaper for publicity. The

March, 1970 issue of The Times and Democrat carried an article
"District School Plan Approved." The article described desegregation
as it would occur during the ensuing school year and, in few instances,
compared it to the previous year's operation. Adjacent to the article.
in fact a planned part of it, was an open letter to teachers and
administrators, from the Board of Trustees, urging their full support
of the plan. Implicit in the letter was the attitude of the Board
toward their responsibility to provide leadership and to encourage
support and cooperation during the period of transition that was
taking place in the lives of students and others in the community.
Because of things that were explicitly and implicitly stated in the
letter the writer included its contents below:

"Public school education is faced today with its
most serious challenge within our memory. It is trite
but true that you as teachers are on 'the firing line/;
and, without doubt, you are more personally involved
than any other persons in our community. As professional
educators, you are deeply concerned with quality education
and your part in assuring such education for every child.
As parents, you have an even more personal involvement
with the quality and stability of the public educational
system. As citizens of this community, your stake in
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public education to provide opportunity for ALL children
and the future effects of such education is most sub-
stantial. It does not require a great imagination to
visualize the situation in this community, which is your
home, should the public educational system collapse.

"We can and do appreciate many of the emotions which
you are experiencing as you are faced with decisions and
adjustments now in your personal and professional lives;
and although we are not as directly involved daily in the
transition, we share many of these concerns and the gravity
of the problems, both those that are real and those which
are imagined. Although it is impossible for us to enter
each of your classrooms and share your concerns directly,
we assure you of our wholehearted support, cooperation and
energy to do all within our power to aid each of you in
meeting this challenge.

"Providing the best possible educational opportunities
for every child in the district within the practical limita-
tions of svailable funds has always been our foremost concern
as Trustees. We shall continue to function with this same
philosophy and purpose, determined to utilize every available
resource to provide the 'tools, brick and mortar' necessary
to build, maintain and continually improve 'quality education.'
However, without skilled, dedicated artisans such as you to
fully utilize these 'building materials,' any effort on our
part will be in vain; and the structure that may be built
could never be described as 'quality.'

Ne sincerely hope and trust that each of you will
accept this great challenge as true professionals, determined,
to exert your considerable efforts to assure success for the
benefit of the community now and tomorrow. We hope that you
will maintain a positive attitude, determined that quality
education CAN be provided, and knowing that it MIST be provided
if we are to fully develop our greatest resource, our children.

. Your expertise in the classroom and campus is absolutely
essential. We pledge to you our full support. Together, we
SHALL succeed:"

The letter was signed by the members of thentoard.

The previous letter was one in a series of things that occurred
to make persons.aware and to elicit support. The superintendent of
schools took advantage of the opportunities to meet with community
groups, to interface with civic groups.and to periodically write a
column in the local paper entitled "Your Schools." One member of the
administration mentioned that "We cannot afford the Auxuriof leaving
any stone unturned. We need all the help we can .get." That message
seemed inherent in activities that followed.



Teacher and Staff Preparation and involvement

Two of the requirements in Phase I of the first pervasive plan
ordered by the Courts were: (1) All administrators in the district
will participate in a minimum of 20 hours of leadership training with

the focus on desegregation; and (2) at least two teachers from each

school will participate in school desegregation leadership training

for a minimum of 20 hours. This mandate was followed as a core of
teachers from all levels did participate in a series of four-day
Leadership Planning Institutes designed to prepare them to cope with
the problems and concerns that are ass,ciated with desegregating
schools. Consultants from the University of South Carolina Desegre-
gation Consulting Center conducted the institutes.

During the institutes the attending teachers identified and
clarified the concerns that face the community, their peers, the
students, as well as themselves. Primary concerns that surfaced

were the maintenance of a high quality of education for all students,
the problem of disciplining children of other races, the reluctance
of breaking up professional acquaintances that had been intact for
many years, parents'acceptance and community understanding and

support. These concerns were treated through courses conducted by
the Center which covered such topics as interracial counseling,
human relations, communication skills and curriculum for the de-
segregated schools.

Student Preparation and Involvement

Emanating from the two-point order issued by the District Court
was the suggestion that human relations councils be established,

including on them students at the secondary leve/. In December, 1970,

select students began attendance at one and one-half day human rela-
tions conferences conducted by the University of South Carolina's

Desegregation Center. The first conference included 91 student
participants, who had been recommended by the Student Executive Board,
who were representative of student leaders, regular students and
students with obvious prejudices and problems. Participation was

predicated upon parental approval and student desire. During the
session.groups of eight to ten students each were formed, first to plan
their agenda, then to discuss it. Each group had community facilita-

tors, one black and one white, who periodically initiated activities
and exercises to stimulate discussion. The session ended with a total

group sharing of feelings, activities and recommendations.

Since the first human relations conference, several others have
been held for secondary school youth, the most recent in March, 1972.
Student responses to these sessions were overwhelmingly positive. They
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cited as evidence of personal growth and maturity such things as: (1)

their development of the ability to listen to and respect others'
opinions; (2) their newfound ability to talk freely and discuss
prejudice openly, thus opening up the possibility of understanding
each other; (3) their developing awareness that iadividuals.often
imagine a problem, i.e., white misunderstanding of black hostility
toward the Confederate flag and black misunderstanding of white feel-
ings toward the clenched fist salute.

In later sessions, discussion tended to focus more on.the lack
of communication with school administration and the irrelevancy of
school. Recommendations made by the groups at all sessions emphasized
the need for total participation and parent and faculty involvement
in such sessions. However, most students voiced reservations about
their own parents sharing mutually in their particular session because
they feared that frank communication would be stifled.

After the July 1971 Court order, which in effect resulted in the
formerly black high school becoming converted to the district's eighth
and ninth grade school, and the formerly white high school becoming
the district's tenth, eleventh and twelfth grade grade.school, a three-
day human relations preschool conference was held at a nearby resort
motel. In attendance were forty student leaders from both high
schools, and faculty, administrators and community representatives.
The University of South Carolina Desegregation Center was again called
on to conduct the conference, whose purpose was to discuss concerns
resulting from the Court order such as school colors, mascots, student
councils, and class officers. Students identified the major concerns
in need of discussion. The outgrowth of the conference was better
understanding among students, and recommendations that could be taken
back to their student bodies for deliberation. The conference is
credited by many as having paved the way for the smooth merger of
the high schools.

Community Preparation and Involvement

One of the three major objectives listed in phase-in integration
plan as detailed by the District Court in its 1969 order was "To
prepare the community for accepting school desegregation wlth a more
positive attitude." In the same order, the judge prescribed ways of
involving the community, i.e., establishment of a biracial advisory
committee,.and the establishment of human relations councils..

As the writer will show momentarily, these mandates were honored.
But in the interest of getting input from parents and keeping them
informed of proceedings, evidence was found that the school adminis-
tration and Board of Ttustees made extensive use of other mechanisms



in keeping the topic current. The Board members for example conducted
a series of parent-teacher meetings to explain the situation as it:

related to the District Court's order. The consequence of these
meetings was a series of neighborhood meetings across the city in
which groups of parents met to discuss what courses of action were
open to them.

During the course of these meetings three factions emerged:
(1) the group that was unalterably disapproving of the Board's actions;
(2) those who were not sure which course of action was feasible; (3)
those who advocated seeking legal counsel to gain reconsideration of
court mandates under constitutional guidelines. The second group
was said to be the largest of the three. However, an outgrowth of
the third group was a parent organization, Help Orangeburg Public
Education (HOPE), which began as a protest to the Board's zoning
plan.

HOPE's objective was to seek legal means to change the zoning
plan to a "pairing" plan or some other plan which would bring about
a better balance in the schools. One major interest in seeking better
balance in the schools was to prevent a number of citizens from moving
out of the area, and indeed hurting some of tfe smaller businesses who
depend on local trade. Another major concera of the group was that
the zoning plan had loopholes which allowed liany white parents to use
evasive devices to change their place of residence. Consequently,

some white parents who were complying with the ruling in good faith

found their child the only white child in a classroom.

HOPE's objective was said to be in some ways similar to that of
the NAACP, who appealed to the zoning plan implemented by the Board.
The organization, through its hired attorney made contact with the
NAACP in this regard. Uhether in spite of or because of the appeals
made by the two organizations (there is no evidence to show that they
collaborated), the Board developed and implemented a new plan, involv-
ing clustering and pairing of schools, for the next year.

One year prior to the issuance of the 1969 Court order, Orangeburg
District No. 5 organized a city-wide Citizens Advisory Committee which
served as a link between the community, the Board and the administration.
Nevertheless, the judge's order specified the establishment of a "bi-
racial advisory committee...to advise the local school'officials on
matters.of desegregation..." During the Spring of 1970 a forty member
district-wide committee, which reflected the socioeconomic and racial
diversity of the area, was approved by the Board.

In addition to the above Citizens Advisory Committee the district
office named an ESAP Advisory Committee to help with the setting of
priorities for federal funding. Each elementary school organized a
Parent Advisory Committee to consider such issues as testing and
releasing test results, allocation of monies and instructional programs.
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At the secondary school level an eighty-member advisory committee,
whose functions the writer isn't sure of, was established. Parent
involvement via Parent Teacher Organizations was negligible.

Volunteers was one means used to get parents involved. The
district hired a Community Involvement Coordinator, during the fall
of 1971, to recruit, orient and maintain contact with volunteers and
with staff who work with them. Eighty-five (85) volunteers, one-fourth
of whom were black, were working at least once a week in an assigned
capacity by April, 1972.

Recognition was giver to the fact that the business community
needs to be kept abreast of what is transpiring in the schools. In
March, 1971 an Education-Business Day Tour of one of the newer schools
was coordinated by the superintendent and others in the district. The
purpose of the tour was to allow businessmen of the area to get a
closer look at the functions and problems of a modern school in the
Orangeburg area, and to promote a better understandIng between busi-
nesses and schools. According to a newspaper quote from the president
of the Chamber of Commerce, "A great many facets of the school operation
were examined and I think the businessmen got a much better understand-
ing of how vast a responsibility the schools cover."
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CHAPTER IV

PROGRAMS AND PRACTICES INCIDENT TO DESEGREGATION

Not unlike other districts that have undergone myriad changes
with the advent of desegregation, Orangeburg District No. 5 had
need to look at programs and practices, and their applicability for
the new situation. While it is true that certain practices were
suggested by the courts, other programs were sought out by the school
administration with the hopes that each student in the district would
receive a "quality education."

Curriculum Changes, Organizational Changes
and Teaching Techniques

During the 1971-72 school year each elementary school adopted a
"Continuous Progress" plan which very broadly encouraged individualiza-
tion within each classroom, and movement in subjects according to
readiness. Though the concept was adopted as a working principle,
each building principal was given a good deal of autonomy in the way
he and his staff implemented it. The consequence was the introduction
of a variety of approaches and programs from school to school. For

example, when two elementary principals who were interviewed were
asked to summarize changes that were made in their school's curriculum
as a direct result of the desegregation process, one indicated that
he adopted the Wisconsin Reading Design, Individually Guided Education
(IGE), and Individualized Mathematics Systems (INS). The other stated
that he introduced IMS and a Sixth Grade ESAA Language Arts Program.

One common theme that tended to run through the fabrics of the
organization of schools was the notion of team teaching. Team teaching
was said to have "facilitated the flexible grouping required when
heterogeneously mixed children of a given grade level are placed in
the same classroom for instruction." The team teaching approach was
also cited as being advantageous since it enabled teachers and
principals to become more cognizant of individual learning atyles,
and more able to help individual children. Still another advantage
of this approach was that it accommodated a variety of teaching styles
and competencies, exposing all children to several_different approaches
or teaching techniques rather than one during the course of aschool
year.

The physical layout of most of the elementary buildings was the
"cell box entering into a corridor" type. Team members were placed
in close proximity in order to facilitate ease of movement for stu-
dents. The closeness of teachers, in terms of location,' was enhanced
by the fact that each school had only two grade levels assigned to it,



thus had less of a problem with assigning rooms than would have been
the case if more grade levels had been involved.

When principals at the secondary levels were asked to summarize
changes in their school's curriculum that came as a direct result of
desegregation, the answers were more varied. The principal of the
seventh grade school recalled no changes that accompanied desegre-
gation per se, but indicated the supplementary programs did come
afterwards, i.e., a reading program, and that supplementary materials
were made available by way of federal funds. The junior high school
principal suggested that no special changes were made in his school's
curriculum even though a closer look was made by his staff of ways
the work could be individualized. At the senior high school two
programs were introduced: (1) Cooperative Operation for Personal
Effectiveness (COPE), a team taught and managed program with white
and black staff designed to help potential dropouts experience successes
in subject matter areas and to improve their attitudes toward them-
selves and school; (2) a developmental corrective reading program to
help students who were experiencing difficulty in reading.

Special Funded Programs

In a May, 1972 report issued by The Alabama Council on Human
Relations, NAACP Legal Defense and Educational Fund, Inc., et al.,
entitled It's Not Over in the South: School Desegregation in Forty-
Three Southern Cities Eighteen Years after Brown, the following
reference was made to Orangeburg District No. 5: "The school dis-
trict uSed ESAP money wisely...to finance a conference of the student
leaders at a motel in Santee, South Carolina. It brought students
together with school personnel and officials and community leaders
to discuss problems during the coming year. The Center for Integrated
Education at the University assisted with human rolations and leader-
ship training...."

There seems to be evidence that Orangeburg District No. 5 did
make extensive use and perhaps wise use of special funds. For
example, in 1971-72 the District's budget for current operations was
estimated at 2.9 million dollars. Approximately $1 million of this
budget came from special sources, i.e., Title I, Title IV, and ESAP.

In.addition to human relations workshops mentioned above there
were other uses made of the funds. For example, three 'interventionist
counselors were hired to serve as student advocates-on the'pecondary
.level, two men for grades.9-12 and one woman for grades Though::
these grade levels were specified as their Areas ofresponsibility:
the counselors did not limit their activities to them._Mey'yorked
with students, serving as theil advocates, while keeping close contact
with regularly assigned guidance counselors and the administration in



the schools, but maintaining a separate position from the latter. The

counselors directed much of their effort toward work-type activities
such as visiting families and working with agencies. This effort proved
to be a necessary service in terms of stivient needs well after the
initial desegregation effort.

Daily corrective reading sessions for approximately 500 elementary
students were initiated with Title I funds. Corrective reading teachers
were identified to work with a variety of materials in their attempts
to diagnose students' reading problems, administer corrective treat-
ment and to continually reevaluate each child's pr., ;ress. As was
alluded to in an earlier section, a developmental reading program was
started at the high school level for students who had reading problems.
A wide range of materials, coupled with recorders and other machines
were used to develop interest in reading while improving skills.
Volunteers ere sought, by an ESAP funded coordinator, to focus on
one-to-one tutoring in reading at several levels.

Title I funds were also used to support "Project Succeed," an
outreach type program designed to involve potential dropouts at the
secondary level in skill oriented, prevocational experiences. These
funds provided several schools and classrooms with aides who assisted
teachers in attempts to individualize their classes, who worked in
lunchrooms, on buses and in clerical positions.

An elementary --hool social worker and a healt'o-medical program
were funded under TiLie I. The social worker, a black woman, con-
centrated on the entire environment of the person being worked with,
and attempted to refrain from socially stigmatizing the person or
family as she went about her work. The health services proved
valuable because many eaildren who received them had had no previous
postbirth contact with doctors. The health program provided eye-
glasses and preventive screening as well as emergency medical and
dental services for eligible students.

Other uses of special funded programs included the support of
staff in-service activities, support of a physical facility for high
school counseling and the payment of salaries for personnel who con-
ducted after school activities by ESAP funds. Also, just prior to
implementation of the first major desegregation plan, Title III funds
were used to fund an Early Childhood Education Center.

Personnel-Assignment Patterns of
Administration and Staff

Upon deciding the Orangeburg case the judge ruled that for 1970-71
"faculty assignments will be made in a manner that will reflect in each
school the black/white ratio that is the same ratio of the district."



As was alluded to before, the judge's order was a two-point or two-
phase plan. One of the points outlined was "...faculties of the
schools will be organized by pairs (as near as possible), one black,
one white....Teachers in like grades or subject matter field will
work cooperatively." The order went beyond stationing teaching
bodies in a school to effect a racial balance. It sought to estab-
lish a mechanism that would hopefully lead to a good and workable
relationship between those who must design and execute the educa-
tional programs of students.

During the 1970-71 and 1971-72 school years the district had a
total of 313 faculty members, one hundred and sixty-nine (169) were
black and one hundred and forty-four (144) were white. Over one-half
of the staff members were transferred to new schools during these
years of desegregation. This was made necessary by the reorganization
of elementary schools, from ten seif-contained grade one through six
schools to eventually six schools with only two grade levels each,
i.e., grades one and two, or three and four, or five and six. At
the secondary level changes in the reorganization of the schools also
resulted in shifts of staff. However, in neither case did the changes
in organization result in the displacement of teachers.

During the visits to each of the five schools each principal in
an interview was asked to comment on the black/white teacher ratio
of his staff. Each repotted that their black/white teacher ratio
was close to that of the district and that it is monitored frequently
to make sure that it could pass the test of the courts.

Prior to the freedom of choice days there were five black
elementary schools, grades one through six; one black seventh grade
school; one black eighth grade school; and, one black high school.
Likewise there were five white elementary schools, grades one through
six; one junior high, grades seven and eight; and, one white high
school. This brought to a total fifteen schools in the district.
During the course of years six schools have been either closed or
put to a modified use, three of those were the once all black and
three the once el white.

Of the six elementary schools that remain, two have retained
black principals. The same is true of the district's gtade seven
school and its schools for eighth and ninth graders.' At the onset of
staff changes, assistant ftincipals of the opiiosite teed wire placed
in each secondary school. That pattern has remainedcOnstant, and
holds true in all but one case, other than the seniot:high School
where there are both one black and one whitaassistant'..

The central administrative staff Is predominantly white. How-
ever, it does have one black assistant superintendent, one black lunch-
room supervisor and some black clericals on staff.



Assignment of Students by Subject
and Subject Difficulty

In an attempt to determine how students are assigned to classes
and levels within subjects, the members of the study team made casual
observations of several classrooms at each level, interviewed students,
teachers and counselors, and asked each principal to describe his
.liethod of assigning students. The principal at the high school was
also regyested to provide information on the racial distribution of
students by subjects and levels of difficulty in academic courses.

At the elementary level each of the two interviewed stated that
students are grouped heterogeneously across the school. They acknowl-
edged that there is skill grouping within classrooms tocomplement
attempts at individualization. The principal in the seventh grade
school indicated that students are grouped according to ability in
language arts, but there is virtually no such grouping in other sub-
jects. At the eighth and ninth grade levels there is ability
grouping in language arts but none in other courses. At the senior
high level it was stated that there is a pretty rigid grouping of
students in English and history, i.e., students' grade point averages,
test scores and recommendations determine placement. Grouping
patterns at the high school are undergoing change because of some
difficulties the school encountered with HEW about the racial com-
position of classes.

Table 4 shows the racial distribution of classrooms observed by
members of the team while they were in Orangeburg District No. 5. It

should be noted that the "Total No. Students" column was obtained by
a casual count by the observing team member. It does not take into
account the actual number of students enrolled, the number of students
who might have been absent from school or out of the classroom during
the observation. It should also be noted that the classes listed at
the elementary level were not all at the same school. The racial
distribution of students per classroom reflects the fact that class-
rooms like the school,district are predominantly black. What was a
52% white/48% black school district in 1964 is now a 70% black/30%
white, due to white flight.

The team also asked some studer*:s in grades eight through.twelve
who were in study halls during the team's visit to respond to an item
on a Student Interview form, namely "How was the program you are now
enrolled in selected?" Possible choices were:

a. my own choice

b. advised by my counselor

c. suggested by parents



d. assigned to me

e. other

Twenty-four (24) students in grade eight responded. Eleven (11)
or 46% selected "a," suggesting that they chose their programs; three
(3) or 13% chose "b," indicating they received advice from their
counselors; four (4) or 16% got suggestions from their parents; and,
six (6) or 25% had their programs assigned to them. Only three ninth
graders responded, each indicating that they chose their own.

A total of fifteen (15) tenth graders were asked to indicate
how their programs were selected. Ten (10) or 66% chose "a," one
(1) each chose "b" and "c," and three (3) or 20% chose "d." Five
(5) students in grade eleven responded, four (4) or 80% choosing
"a" and one (1) choosing "b." Fifteen (15) students in grade twelve
recorded similar choices with ten (10) or 66% selecting "a," two (2)
or 14% "b" and one (1) or 7%, "d."

In a final attempt to determine how students'programs are
assigned, one counselor at the junior high and one at the senior
high schools were asked "How are student programs determined (ability,
interests, etc.)? The junior high counselor indicated that "test
scores, teacher recommendations, and student choice" are used; the
counselor at the senior high school indicated ti tt. the nrocess at
one time was "advised" tracking. The procedure now is to give stu-
dents orientation about requirements for coPlge and job entry and
have students choose from among options.

The larger percentage of students who responded to the item on
program selection indicated that their choice is the determining
factor. Responses from counselors tended to support the response,
though the junior high counselor did mention that other factors are
involved.

Extracurricular Activities

After the July, 1971 court order, a three-day human relations
conference was held, involving forty student leaders from the black
and white high schooli, as well as faculty, administrators and com-
munity representatives, ata resort motel that is,in close pro'ximity.:
to Orangeburg. The purpose of the conference was to discuss concerns
about the merger of school colors, mascots, student councils; and'
class officers. This conference is credited by many aspaying the
way for a smooth merger of the high schools.

During the initial period of desegregation officers'frOm_the
formerly all-black and all-white high schools served as loint.officeri.



The rationale for this was that each school had elected officers prior
Lu the court order and that the election results should be honored.
Student council representation at large was elected from homerooms
with the belief that thpse rooms reflect the racial percentages in
the school and would be the best mechanism to use. During this
initial period the activity which contributed most to a sense of
unity was the football team that won the state championship.

For the purpose of getting some perspective on the amount of
ethnic participation there is in extracurricular activities in
Orangeburg District No. 5, particularly at the senior high level,
the principal in the high school was asked to complete forms
entitled "School Athletic Teams" and%chools, Clubs, and Other
Extracurricular Activities (Exclusive of Varsity Athletics)." On

the former he was requested to record the major athletic teams in
the school, and to identify the racial composition of the teams'
members and leaders. The latter similarly asked for information
about the racial composition of major clubs and organizations.

School Athletic Teams

Table 5 shows the number of major athletic teams found at
Orangeburg-Wilkinson High School, the amount of total team partici-
pation, the racial breakdown per team and the race of each team's
leader. It shows that except for Basketball which has all black
members and Golf which has all white members, there is biracial
participation on other teams, but that blacks tend to dominate
athletics. Baseball and Tennis are exceptions to black dominance,
both are represented by 50% white and 50% black participants. But

on other squads blacks are represented in proportions greater than
they are represented in the total school's population.

There is nothing particularly striking about the leadership
pattern that emerged. Most of the positions reflect the same racial
makeup as was observed on the teams.

School Clubs, Organizations and Extracurricular Activities

,Some of the major clubs and organizations, their racial makeup
vis-a-vis members and leaders, are shown on Table 6. One notes that
the clubs and organizations listed by the principal do not include
the student council. Without assuming any reasons for the omission
the team accepted the.list as those organizations the principal felt
to be of major importance. It should be noted, however, that inter-
views with students considered it most essential that the presidency
and vice presidency of the student council were held by blacks.
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As is the case with athletic teams and as Table 6 reveals
blacks are generally represented in greater numbers in school clubs
and organizations than they are in the school's population. The most
noticeable exception is in the case of the National Honor Society
where they make up only 32% of the membership. In two of the fourteen
organizations listed, the membership is all black. There are no clubs
or organization where the converse is true.

The leadership structure differs somewhat from that which
emerged in athletics. In certain instances where whites are in the
minority in terms of total number of members, they hold elected
leadership positions, Pep Club is 15% wh:Lte and has a white
president and secretary, Bare News is 36% white and has a white
president; Drama is 20% white and has a white president.



CHAPTER V

PERCEPTIONS, ATTITUDES AND CHARACTERISTICS OF PARTICIMNTS

TOWARD PLAN, PROGRAMS AND PRACTICES

Chapter V's focus is on the purc.,,pLions, attitudes and char-
acteristics of persons in the Orangeburg school and broader
community whose lives were confounded by the desegregation process.
It attempts to more clearly relate how individuals, e.g., principals,
teachers, students, parents felt, as well as how much they knew
about the desegregation plan(s), and the program and practices
that were initiated as a result.

The Plan

Perceptions of Principals

Five principals in Orangeburg District No. 5 were interviewed.
In an attempt to get a reading on their involvement in, knowledge
of, and feeling about the district's desegregation plan, each was
asked to respond to the following statements:

1. Describe how you were involved in the district's
desegregation plan

2. Describe the way(s) you were affected by the plan and

your feelings about such.

Each principal's response revealed a knowledge of the plan;

two of the five i- cated that they had worked directly with the
Desegregation Cen _r at the University of South Carolina as it
planned human relationship workshops; others suggested that their
involvement was limited to working with teachers' attitudes. The

implication drawn from the responses was that these principals
knew about the plan(s), perhaps reacted to it or them before they

were publicized, but had otherwise made little input into it.

Regarding the feelings of these persons about the plan and
its effect on them, most chose to answer only that part of the
question that would obscure feelings. For example, one principal
explained the conditions which led to his being in the district,
and two explained the impact of a change in student bodies and/or

grade level structure. Two did spaak of the personal impact the
plan had on them and/or their families; e.g., one, who had students
in the school district at the advent of the geographical zoning
plan, disagreed with the plan because it placed an undue portion
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of the burden for desegregation on some residents as opposed to
all; the other explained that his new assignment, which he received
as a direct outcome of desegregation and one over which he had no
control, resulted in a reduction of pay.

Perceptions of Teachers

Fourteen (14) teachers of varying grade levels and subjects
were interviewed during the onsite visit to Orangeburg District
No. 5, four (4) in elementary schools, three (3) at the seventh
grade school, three (3) at the junior high school, and four (4)
at the senior high school. All teachers were asked to respond to
a series of questions that revealed their knowledge of the plan
and their perceptions of the way the plan is working. The questions
and the frequency counts per item are listed below.

1. Are you fP.mitiar with the integration plan?

a. yes
b. no
c. vaguely

13

1

0

The respondent who answered "no" indicated that he/she
came after the implementation, thus much talk about
the plan.

2. How did you become familiar with.the integration plan?
What was the extent of articulation by school officials?

No answer given - 1
School meetings with principal and/or superintendent - 9
Media communications - 3
Advisory Council participation - 1

3. How did the school district officials prepare faculty
and staff for'integration as outlined by the plan?

Plan detailed in media and personal letter to tePchers - 8
Sensitivity and/or human relationsmeetings - 8
Superintendent and/or principal conducted speeches at PTA's,
faculty meetings, community meetings - 9

Blaaktwhite faculty exchanges between formerly black and
formerly white high schools - 5

No answer - 1

4. How was the faculty and staff involved in planning for
integration as reflected in the plan?

Not involved or not sure - 9



Superintendent and/or principals held brainstorming
sessions with teachers to get their input 3

No answer - 2

5. What were the major concerns of faculty and staff.over
the integration plan?

Lack of teaching taking place due to working through
mechanics of the plan - I

Afraid of general contact between the races (profes-
sional contact would lead to social contact) - 2

White teachers felt black teachers to be inferior - 2
Fear of black teachers working under white admi.nistrator - 1
Fear of black teachers and principals being displaced - 5
Withdrawal of white students - 2
Ability of black students, maintaining standards - 4
Brerl up of neighborhoods - 2
UrlyredItE,le outcomes - 5

6. Ho. did th, district respond to those concerns?

Made provisions for black and white teachers to engage
in dialogue of a professional and personal nature - 5

District held frequent meetings and gave teachers
assurances - 2

District did nothing in response to those concerns - 3
District renamed three (3) blacks as principals, and
some as assistants - 1

District was ambivalent, middle of the road, tried to
appease - 1

No answer - 2

7. What were the major concerns of parents and the community
over the plan?

Maintaining quality educat:icil - 1
Social contact between races - 8
Probable increase in use of corporal punishment - 1
Bussing - 2
Morls of blacks - 1
Not sure - 2
No answer - 1
Deterioration of the athletics program - 1

8. How did district officials respond to those concerns?

Tried and encouraged "all known methods" of instruction - 1
Officials tried to overlook concerns or use hands off

policy - 2
District used newspapers and informative meetings to keep

people in touch - 3
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District did nothing - 2
Not sure - 3
No answer 2

Orientation of administrators to concerns of public 1

9. What is being done now on an on-going bcsis to improve
the integration efforts?

Nothing 9

Not sure I

Nothing on faculty level, but PTA keeps parents informed 1

Integration is now an established fact and people don't
think about it anymore 2

No answer - 1

10. What communications or directions have you received from
the central office to guide you in effecting integration?

None because they are not needed now - 8
To keep racial balance at 70% black and 30% white - 2
Don't tall about integration anymore - 3
No answer - 1

11. What communications or directions have you received from
your principal to guide you in effecting integration?

Principals don't focus on or talk about integration
anymore 5

None needed now - 5
Keep the racial balance 707 black and 30% white - 2
Encouragement of interaction of staff and students - I
No answer 1

12. In general, how would you say integration is working in
your school?

Well - 2
Working far beyond dream - I
Extremely well - 1
Very well 1

Fair - 3
Not well - 2 (reasons given were (1) because of white

students having left the public school in large numbers
and (2) black and white bOdies in same classes but no
appreciable increase in blacks' achievement level).

13. In summary, what would you say were the key factors which
led to successful integration?

Acceptance of reality 3

Pressure from courts and HEW - 1
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Cooperation, dedication and attitudes of teachers and
administrators - 4

The fact that the district is small, bussing not much of
a problem, college influence on the community, human

relations workshops - 1
Presence of black administrators in school - 1
Strong leadership in schools - 2
Not working well 2

Perceptions of Counselors

One counselor was interviewed at each of the junior high
schools andthe senior high. They were asked to respond to basically
the same set of questions that was presented to the teachers.
Both counselors had knowledge of the plan, but the junior high
counselor had become employed in the district after the plan had

been implemented.

The senior high school counselor was involved in the planning
and implementation of human relations training sessions which.
involved students, teachers and the community. He indicated that

these sessions were the primary means of preparing faculty and

staff for integration.

Regarding faculty and staff concerns they were enumerated as
being (1) the level of education dropping off, (2) teaching of

students from different ethnic groups, and (3) the possible increase

of discipline problem', that would accompany change. He recalled

that these concerns w ,re responded to through meetings of black

and white teachers anG administrators with the hopes of opening

up channels of communication between them.

As for parents'concerns, he stated that he could not articu-

late those of black parents, but white parents were concerned about

maintaining quality education and keeping discipline problems at

a minimum. The district attempted to keep the public informed
through Advisory Council meetings and representation, the news

media, Board of Trustees meetings and meetings with community

groups from time to time.

When the two counselors were asked for their feelings about

the success of integration in their schools, both emphatically

stated that integration was proceeding very well. They listed

as key factors in the success of integration as being:

- Thorough orientation of faculty and staff.

- Free flow of information between administration and staff.

- Human relations workshops, including faculty and staff,
students and community persons were successful.

623

T1-594



- Filtering of information from administration and schools
to Advisory councils and media.

- Willingness on part of citizens, school officials and
political people of "good will" to accept the mandates
of the courts and to see that justice prevails.

Parents' and Community Persons' Perceptions

A total of twenty individuals were interviewed from the com-
munity, some in individual sessions and some in group sessions.
Of the twenty persons interviewed, thirteen (13) were black and
seven (7) were white. Most of these persons had children in the
public schools, though one of the black parents and one of the
whites had students in private schools.

When asked if they had knowledge of the series of desegre-
gation plans that have been implemented in Orangeburg District
No. 5, each responded positively. Three of those interviewed
had served on "advisory" committees but none of the individuals
had had a personal hand in the development of the plan. It seemed
to be consensus that the community was adequately informed through
community meetings and news media abcut the plans as they evolved.
This was not to say that the community was in total agreement on
the plans that were ultimately implemented.

Those persons interviewed were asked to list major concerns
or problems that emerged during desegregation of schools. The
common concern expressed by whites andblacks was maintaining
quality educatjon. Other concerns were split along color lines.
Whites were concerned about the social contact of black and white
students in school, but more importantly outside the school
structure. It was feared by many that such closeness would bring
about a co-existence that wasn't good for the community as a
whole. Related to this was a concern about the morals of black
students, their tendency to be disruptive and their patterns of
interest which differed from that of whites. Some expressed
concern that in spite of the fact that many black teachers wre
highly credentialed, they were felt to be inferior to whites.

White flight was a major concern of the whites who were,
interviewed. Itvas felt that the departure of a Pizabl*Omber
of white students froM the public:schools could create-hare for
the district. It.would imperil the future:of.wh*tegi.iii-046*..i
forced to remain because,of the probability akthe:*paO010;ase.
of the school district shrinking, :inTo a. lesser-degreebi*.ut-Was
raised as an issue: To a surpriSing:degree :the maintenance a
viable athletic program wis cited the

whites interviewed. The concern wSS thit'hyMergingthe...9.
high school student bodies'and athletic Orcigraisoile,hilfbf..the

t",_
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students whn would normally participate would cease to do so.
RcLited was the concern that atilletics .,:ould turn "all black."

Black parents and community persons had a different set of
issues rhat bothered them. One of the early concerns expressed
by blacks was the possible displacement of black administrators
with the .. advent of desegregation. Some expressed that blacks
seemed to be "good enough to handle black segregated education...,
tl:ey wre not good enough o handle descm:regated education." They

wanted to insure that this stereotypic characteris*eic did not pre-

sent itself as a truism to the school administration. .Related

to this concern was the black/white teacher ratio and the black/

white administrator ratio which exists in the district. Though

70% of the students are black, only 50% of the teachers are black
and 207w of the higher echelon administrators are black.

A major coicern of blacks interviewed, which grew out of
desegregation, was the "arbitrary placement" of black students in
vocational courses or areas under the 1.'retense that their reading
ability would not allow placement otherwise, and under the pre-
tense that these students are behavioral problems. They were also

concerned about the need for each scnool to provide adequate sup-
ports for the cognitive styles and cultural uniquenesses of black

students once desegregation took place.

When both groups were asked to list ways the district and

schools responded to their concerns, there was a range of responses

from the districts--schools did nothing to the district and

schools did all that one could ask. The main response was that
the district and school attempted to work with staff and community

to sensitize them to the impending changes, to solicit their help

and understanding and to keep them informed in what was happening.

How can one improve upon the plan as designed by Orangeburg

District No. 5? Though there were preferences mentioned for main-
taining "freedom of choice" or geographical zoning as opposed to

pairing, no one suggested ways that the desegregation plan could

be improved. The main response, stated parenthetically was, given

the mandate of the court and the constraints within which the

district had to work, the plan which evolved is as good as could

have been designed. Most felt the plan is working but that it only

sets the stage. The real action must be provided by the profes-
sional-staff hired by the district to teach.
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Social and Friendship Patte'cris of Faculty, Staffs and Students

The team sought to determine the kinds of social and friend-
ship patterns that are emerging as a result of the desegregation
process in Orangeburg District No. 5. Each principal and teacher
interviewed was asked to share his/her perceptions of the inter-
actional patterns between black and white staff and students.
Additionally, students and parents were asked to shale their
perceptions of the status of social and friendship relations
between black and white students.

Principals' Perceptions

Student/Student Interaction:

Each principal was asked to respond to the question "To what
extent do students group themselves in the following: (1) Before/
after school, (2) Lunchrooms, (3) Assemblies, (4) Classrooms, and
(5) School events?" Elementary schools responded thusly:

"There is absolutely no tendency toward reluctance to
mingle as friends."

and

"Pretty good bi for a non-neighborhood school."

Each principal was responding basically to the interaction pattern
before school. There was lack of assuredness about the extent
of relationships beyond the school. As for lunchrooms, one principal
explained that the groupings are usually by sex rather than race,
in situations not controlled by the teacher. There are few assemblies
and no school events so these options are limited. Classroom inter-
action is more or less controlled by the group in which the student
is placed for skill purposes.

The principal at the seventh grade school indicated that 80%
of the students are bussed in and that the transporting of students
precludes the formation of after school friendships. He acknow-
ledged that black and white students interact to "some extent" in
the lunchroom and classroom but very little otherwise.

The junior high school principal indicated that a very small
percentage of students from ethnically different environs interact
together. However, he felt that the number was growing and cited
a group called "Youth for Christ" as being one instrument-to
bringing about cross-racial understanding. He stated .that,students
have interacted "very well" during in-school settings.



The principal at the senior hi;;11 schooi wasn't sure about the
extent to which frieudship groups have formed across racial lines
outside of school. He mentioned that there seems to be some
phone calling but not a lot of socializing. While in school,
students don't seem to have a hangup about sitting together and
exchanging conversation. The principal recalled that there is a
small core of students who do interact a lot. "There is a core
of white girls and black boys getting together, too much. In fact
one white family moved out of town...."

Each principal interviewed was asked "What does the school
do to foster inter-group associations?" There were three who
stated that there is nothing done. The other two suggested that
little is needed to foster such association, but they try to insure
that each child is exp-,sed to a black and white teacher and, in
the cise of play activities at the elementary level, there.is
racial representation on each team.

"Has there been any negative interaction between black and
white students in the school?" was asked of each principal. Neither
principal could recall such interactions between students though
several did recall problems of a student nature that had no racial
overtones, e.g., open recess and longer lunch period came near
causing student disruptive problems.

Teacher/Teacher Interaction:

Each principal interviewed was asked to share his perceptiens
of the way black and white teachers group themselves before/after
school, in lunchrooms, in lounge areas, and at teachers' meetings.
The elementary principals stated that teachers relate pretty much
without regard to race during school hours and/or at school
activities. They suspected that there is no interacting after
school.

The principal of the seventh grade school reported that inter-
action of teachers across racial lines during school and after is
nil. There are times when teachers come into cont.-.' Anring

plannirg period in the lounge. However, interactiol ' 11

minimal. At the junior and senior high levels the principals
suspected that little or no interacting is done after school.
The teachers at the junior high reportedly relate very well during
in-school hours and activities. The relationship at the senior
high school was less dramatic. Teachers that "aren't right" are
tolerated, and others do relate "a little" in the lunchrooms and
lounge areas.

"What does the school do to foster inter-group associations
between teachers?" Except for one principal who answered that he
sets up interracial teaching teams, nothing is done.
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reachers' Perceptions

Student/Student Interactions:

Each of the.fourteen teachers interviewed.was also asked to
respond to the question "Tolwhat extent do students group them-
selves...?" Most of the teachers, ten (10) who represented
elementary through high school levels, indicated that they-
suspected that few. friendships .across racial lines extend beyond
the school environment because even during school hours students
usually go their separate ways.

Those teachers who registered different perceptions of the
emerging friendship patterns suggested that to varying degrees
students do interact during the school day. One elementary
teacher reported "considerable" interfaction between black and
white students in her class. Groupings in her class tended more
toward sexual lines than race. Two (2) other elementary teachers
stated that tilny control interactional patterns to a degree by
_assigning ...-oat;og in classrooms and lunchrooms. The strategy in
such assizsma,nts is to encourage intermingling. Even these teachers
acknowledged that beyond the school there were forces militating
against che establishment of lasting friendships.

Parents' Perceptions

Student/Student Reaction:

"How do your children interact with children of different
races? Do they have friends of different races outside the school?"
These were questions that were asked of the parents wlth whom team
members conversed. The answer to question one, regardless of the
race of the respondent, was always positive, e.g., "Vnry well...,"
"Witnout any difficulty...," "Don't notice race...." Conversely,

the answer to the second question was always negative, offered
with such qualifications as, "The town is still segregated...,"
"Racist attitudes still exists...," "The neighborhood patterns
don't lend themselves to the development of such friendships...."

Students' Perceptions

Student/Student Interaction:

The following section lists .respOnses, someverbat4JOG*of
students'who,were interviewed,in group seSsionsheA0eatiOOO.
focus on the subject,Of student-tostudentiatudenttOt00401and
student-to-teacher interaction. The studY:team
interviews to student's in gradeS 7-12 becauSe..:OftiMeonOtt-ainte
under which it was operating.



Group A - Five white students - Brookdalc School

Interviewer - Could you tell us how black and white students get
along in this school?

Student - Well, really I thilk there's not really much probLA1
except really the biggest problem is between the
whites that go to public school and the whites that
go to private schools or academies.

Interviewer - What ids of problems come up?

Student -

Interviewer

Student -

Interviewer

Student -

Interviewer

Student -

Well, a girl friend of mine just this year started
going to private school and she had friends in both
schools and she invited half and half, and took us
to a movie, and the girls that went to a public
school and the girls that went to a private school
didn't want to sit together.

- Were they all white girls?

Yes.

- What about in school? Do you eat with black kids
at lunch? What about boys?

Yes Ma'am.

- How about after school, do you ever see these kids?

Yes ... sometimes (in Girl Scout troops, uptown, etc.)

Do you have friends who are black?

Yes.

- Do they ever come over to your house? Do you go to

theirs?

Really nothing like spending the night.

Interviewer -

Student -

Interviewer

Student -

Group B - Five black students - Brookdale School

Interviewer - In general, how do black and white kids get along
here?

Student - Pretty good (students stated that trouble wasn't
usually between black and white but black and black).
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Interviewer - If I were to go into the cafeteria would I find black
and white kids pretty freely eating and socializing
together?

Student - Depends on where that seat is.

Interviewer - Do you have close white friends?

Student - Friends are mostly black (have a few good white
friends in school).

Interviewer - Are most of your good friends from right around your
community?

Student - Friends come from all over the place (white friends
mostly in school).

Interviewer - Do you find a lot of other black kids in this school
with white friends and vice versa?

Student - Some have really good friends (pattern that emerged
was "we have white friends," "our closest friends
are black," "we all get along").

Interviewer - Is there much dating between black and white kids
around here?

Student - No!!

Group C.- Eight black students -Bellville Junior High

Interviewer - Do black students and white students get along together?
Do black and white student socialize and work together
at this school?

Student - Sometime. Don't see a whole lot of it.

Interviewer - Is there much fighting between the races?

Student - Haven't had any this year.

Interviewer - Do you have white friends?

Student - "Some, maybe one or two."

Interviewer - Do white friends come to your home?

Student - Friendly only at school.



Intervier - Is there a lot of dating 1),L,een black and white
studoits?

Student - There is a little, maybe n couple of white girls
who date black boys (students acknowledged that
reverse dating pattern is not true and that the
dating must be done in secret, without parents and
school administration Howit0.

Group D - Seven white students - Orangeburg-Wilkinson High School

Interviewer - Do black and white students interact pretty freely
in this school?

Student Not a whole lot. We all are in groups with our
friends.

Interviewer

Students -

Interviewer

Student

- Do any of you have black friends?

Oh yes! (One student's answer. The other indicated
that they didn't really have close friends who were
black.)

Is there much interaction outside the school?

(Most students didn't know of much except one boy
who indicated that he has an apartment of his own
and he has friends regardless of race visit.)

Interviewer Has there been or is there any interracial dating
going on here?

Student There might be a little, but certainly not a lot.

Interviewer - What about in sports, do students relate pretty well
in them?

Student Not many white kids participate in sports. The black
kids dominate. It's not that white kids couldn't
participate, it's just that many don't want to. Some
white kids have lost the school spirit.

Interviewer Have there been any incidents of racial tension at
this school recently?

Student - No. Students here generally get along pretty good.
We don't have a lot of militants around trying to
start trouble.
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Attitude Toward School and Teachers:

Several question were asked in the interview sessions for the
purpose of getting students' feelings about the way they relate
to their teachers and to school in general. Some of the responses
are listed below.. (Groups listed below are the same as appeared
in the previous section.)

.Group A

Interviewer - What do you like most about your school?

Student -

Interviewer

Student -

Interviewer

Student -

Interviewer

Student -

Interviewer

Student -

I think it is good because it is enclosed and you
don't get cold weather or rain. Activities are good.
I like the way they run the student government.
Before, really the students didn't have much to say
about the student government but here anyone who
wants to can take part.

- Boys what do you think some of the advantages and
disadvantages are?

Well, one thing I don't like about the school is that
they don't have a gymnasium.

- But, all told, what would you say about your school?

I think I like Brookdale a lot this year.

- Are you looking forward to going to Belleville next
year?

Not really. Brookdale is such a new school and it's
a nice one, but I think I'll really like it, too.

- What about the teachers? Do you find ti.qt black and
white teachers treat black and white kids Jie same?

Yes.

Interviewer - How long have you had black teachers?

Student - I have black teachers half the day.

Interviewer - In other schools? How would you say they compare?

Student - They are about the same. In the past few years the
black teachers have been my favorites.

Interviewer - How come?
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SL,A.rit I don't: know. it just happow.d LhaL way.

tntc!rviewer - Are there any bad black Leachers?

Student I think there arc, just as there are bad white teachers.

Interviewer How do you feel about your school?

Student - It's okay.

Interviewer - Arc most of the black kids'favorite teachers black
and vice versa, or can you tell?

Student - I can't tell because lots of kids like teachers that
let them do what Lhey want to do.

interviewer - Do white teachers treat black kids the same as they

do white kids?

Student - Most of them do.

Interviewer Do you like black teachers better than white teachers

and vice versa?

Student -

Group C

I like all the same. If I try, they try to help me.

If I meet them half the way, they will meet me the

other half.

Interviewer - What are you feelings about going to this school?

Student - This is a good school.

Interviewer - What about teachers, can you see any difference in

the way white teachers treat black kids and vice versa?

Student.-

Group D

All the teachers treat kids the same (one student

offered a minority opinion indicating that he has
a black teacher who never calls on black kids. He

suggested thai black kids get bad treatment from

both black and white teachers).

Intorviewor - How do you feel dbout this school?
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Student -

Intervieuer

Student -

Interviewer

Student: -

I like it. I just transferred from a private school.
It was too strict and didn't offer much in subjects.
This one is better, teachers, subjects and all
(other students concurred that is a "pretty good
school").

- How do you feel about your teachers?

Most are okay, some not so.

- Can you explain what you mean?

Some teaehers are interested in the kids and some
only about a job. These don't teach much.

Interviewer - Do you see a difference according to race? In other

words are more white teachers interested in kids
than black teachers and vice versa?

Student - I can't tell any difference (other students agreed).

In addition to seeking responses via group interviews a sample

of students in grades 8-12 aere asked to respond to an item on a
Student Interview Form which read, "Do you think that most of your
teachers are interested in you and really want to help you become

successful in school?" Seventy-two (72) students, randomly selected
from study halls during the time of the team's visit, resp ied.

The grade-by-grade and race-by-race responses are listed below:

Grade 8 (N = 20)

9 W
11 B

Grade 9 (N = 10)

3 W
7 B

Grade 10 (N = 15)

5 W
10 B

6 3
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Yes

No. %

35%
45%

3 30%
7 70%

5 33%
10 67%

Choice



Grade 11 = 9)

Yes

No.

Chuicv

Z

No

No. %

3 W
2 2'27

1 116
:04Z 2 22Z

Grade 12 (N = 18)

4
4 22% 0 014 B

12 67% 2 11%

The percentages used are based on the total number of all
students responding for a grade. Therefore, when "Yes" responsesfor whites and those for blacks on each grade level are totalled,
one notes that students think positively about thcir teachers andfeel that these teachers are concerned about their welfare.

Students were also asked to respond to the question "Is t,Lerea teacher or staff member you can go to when you want to talk
about some prof em (school or personal) that bothers you?" Thepurpose of the question was to get still another reading of how
students feel about their school's ability to respond to their
academic and personal needs. Their responses were as follows:

Grade 8 (N = 19)

Yes

Choice

No

%No.

9 W
7 37% 2 11%10 B
8 42% 2 11%

Grade 9 (N = 10)

3 W
2 20% 1 107.7 B
5 50% 2 20%

Grade 10 (N = 12)

3 W
2 17% 1 8%9 B
6 50% 3 25%
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Grade

1

3 B

Grade

W
13 B

11

12

(N = 4)

(N = 14)

Yes

Choice

No

No.

0

0

1

5

%

0

0

7%

36%

%

257
75Z

0

57%

No.

1.

3

0

8

Fewer students in each of the grade levels, except Grade 9,
responded to this question. The negative responses were more
pronounced on this question. It was also noted that the trend
in responses was toward more negative responses as students
reached higher levels in school, e.g., 20% "No" response in Grade
9, 33% "No" response at Grade 10, 43% "No" response at Grade 12
(Grade 11 excepted).

Equality of Student Discipline

Since differential treatment of students along disciplinary
lines is often the subject of controversy in desegregated settings,
the team sought the perceptions of those who administer discipline,
as well as thGse unto whom it is ministered, with the hopes of
erawing generalizationsabout the equality or inequality thereof.

Eight principals in the Orangeburg District No. 5, some who
were not personally intervi_wed, completed a School Information
Form on which was found a section on Expulsions, Suspensions and
Discirline. This section askedtbe respondent to estimate the
number and percent of expulsions by racial groups over the last
twelve months, to give the major reasons for expulsions and to
identify the proportion of suspedsion and other discipline cases
that were attributable to majority add minority group students.

Table 7 reveals that there were no expulsions rePorted at
the elementary or the seventh grr.de levels (data were not available

from the junior high school). In responding to the items on the
School Inforwatran Form some prinripals noted that their suspension
rates were nr,,_ out of line when one uses as an index the black/

white ratir which is 70%-30% for the district. Reasons given for
suspensicq,s were thl,ngs such as cutting clasaes, skipping school,



T;ot r I i;17 in (71.%. Thc,

principAl s'2uior ni4b :;u6nonsion only

occur after "a considerable amount of counseling."

Teachers' Persutions on Discipline

Tenr -i3Or,! rf.,.spo!'.: to th,, questinn "in Lerms oE

di!;uipliue, do you thin:1 black stl:cints nre .lore of a problem
than white students?" Ten (10) of the fourteen interviewed
answered "No," two (2) did not answer, and two (2) answered in
the affirmative. When the latter two were asked what is being
done to change this, one answered, "Nothing," and the other
indicated that she is trying to get closer to the black students
and operate from a personal level.

As a follow up to the previous question teachers were asked,
"In terms of discipline, do you think black students are treated
preferentially, more severely, or in any way differently than
are white students?" Thirteen (13) of the teachers answered "No"
and only one did not respond.

Counselors' Perceptions on Discipline

The two counselors who were interviewed were requested to
respond to each of the questions asked of teachers concerning
comparability of disciplinary problems and treatments across
racial lines. Each counselor expressed that blacks were no more
of a problem than whites, nor were they treated preferentially,
nor harsher than whites for disciplinary offenses.

Students' Perceptions on Discipline

In each group interview session, students were asked to address
the question of equality of treatment between whites and blacks r

as far as discipline is concerned. Questions and responses are , I

ilisted below:

Group A - Five white students - Brookdale School

Interviewer - How about the rules in your school? Is there a set

code of rules that you have to follow?

Student - We have a sheet that has the things that we should
do and the things that we shouldn't do and we are
working, getting together set rules but now they

are really understoOd.

interviewer 1.:ho made the rules?



SLudent

Interviewer

Student -

Interviewer

Student -

Student council.

- What do teachers, the principal or assistant principal
do when somebody goes against those rules?

In the classroom, if you disobey the rules, they
pave a discipline slip and then one copy goes to the
office and one copy goes to the parents I think,
l'm not sure. Viu.tn you have three discipline slips,
usually you are suspended.

- Are there any groups of kids who get more slips
than others?

Yes.

Interviewer Are they mostly black or white kids?

Student - It's divided. It depends on what's happening that
day and how they feel.

Group B Five black students Brookdale School

Interviewer

Student -

Interviewer

Student

- When you look at troublemakers are they mostly black
kids, white kids or can you tell?

I can't tell. Most of the kids are black anyway.

- Is there a difference in the way white teachers
handle black troublemakers and white troublemakers?

I can't tell, T only have one white teacher. They

strict on everybody. If kids act up, they know where
they are going (others concurred).

Group C - Eight black students - Belleville Junior High

Interviewer - Does your school have a set oi rules for you to

follow?

Student - Yes.

Interviewer - Are rules enforced for black kids and for white kids
alike?

Student - When they make a rule they make it for everybody.
But it depends on who is enforcing. Sometimes lots
of blacks get away with stuff.



n white A'ndents Hiv,11 School

Interviewr How do you feel about the disciplinary procedures
in this school? Are black and white students treated
in the same manner?

Student - It depends on who is di,;ciplining the student, but
1 tlihi H Is prett.: the some (oLhor concurred).

Interviewer - ts there a set of rules to which each student is
introduced?

Student - There are rules and most students know them. At

least they know when they have broken one.

Attitudes Toward Opposite Race

Two forms of a Social Belief Inventory were administered to
62 students (15 whites and 47 blacks) in grades 8-12 during the
team's on .site visit to Orangeburg. Form A was administered to
hite students and Form B to black. Administrations took place
in study halls whenever the team made a visit to a school, thus
the population sampled was not necessarily representative of the
total school population. The purpose of the inventory was to get
still another measure of students' beliefs about and cognitions
of members of the opposite race, with the hopes of determining how'
such beliefs and cognitions affect their behavior toward the
opposite race.

The inventory was a Likert-type scale which asked students
to indicate their agreement with each of twenty-three items by
checking Strongly Agree, Agree, Unsure, Disagree or Strongly
Disagree. A Erequency check was made to determine the number and
percentage of students who responded on each item.

Tables 7-9 summarize items found on Form A, and Table 10-12
summarize those found on Form B. The choices Strongly Agree,
Agree, Unsure, Disagree and Strongly Disagree were-converted to
values from one to five with one being Strongly Agree and five
being Strongly Disagree.

After obtaining the frequency check for each item an attempt
was made to determine which items in the inventory were highly

related to each other. For this purpose the statistical technique

of factor analysis was used. The purpose of factor analysis in
this case would be to identify clusters of. interrelated items in
order to clarify the conceptual contEnt of the questionnaire, and
to aid in the removal of highly specific and uninformative items.
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On Ow basis of the item intorcorrelations a table of factor
loadings wils obtained using the conventional method of principal
factor analysis (Tucker communality estimates, Kaiser's latent
root one criterion for number of factors) followed by varimax and
promax rotation.

The factor analysis is useful for identifying homogeneous
subsets of itoms and can bc regarded as a descriptive classifica-
tion of the items on each instrument. In this case it resulted
in the identification of seven factors on each form. Items which
have high loadings on each factor can be expected to be highly
related in terms of their observed correlations. On the basis of
the promax factor loadings the factors which appear below .were
identified. Also a table of correlation among the items with
loadings -I- .30 is presented for each factor.

Form A

Factor I -- Belief in whites' knowledge and understanding of black
culture, competence and mannerisms.

Loading Item No.

-.78 9

.60 4

.51 22

.43 7

.41 16

.34 12

9

4

22

7

16

12

Item/Description

Members of minority groups are
not dependable.

Minority groups have a heritage
of which they can be proud.

Elack supervisors, managers and
administrators are appointed
because they are black.

Most minority groups can handle
whites' honest behavior and
feelings.

Most minority groups are angry.

Different racial groups need to
depend upon each other.

Item Intercorrelatious -- Factor I

9 4 22 7 16 12

- -.71 -.13 -.4$ .55 -.10'

-.73 .33 .41 -.24 -.04"

-.13 .33 - -1-.06 -.07 40

-.48 .41 -.14 - -.38 -.25

.55 -.24 -.07 -,38
,

.13.:

-.10 -.04 _0- -.25 .5
.......... k

,..

litiadiat:Itk;crg,
"%.:47,1t-t--4;0.1.16 ,.11k41



rlbies 7 and 8 give a comparison responses. hy se%, on

each or the items relating to this factor. The comparisons for

this and other factors are listed below. For the purpose of this
study those responses, listed in percentages, are reported in

three nategories: Agree, Unsure and Disagree. Strongly Agree

and At:ree were coin bined as were Disagree and Strongly Disagree.

Factor 1 -- Items -- Form A

9 Members of minority groups are
not dependable.

4 Minority groups have a heritage
of which they can be proud.

22 Black supervisors, managers and
administrators are appointed
because they are black.

7 Most minority groups can handle
whites' honest behavior and
feelings.
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A

A

A

A

Male Female

34 22

33 11

33 55

50 77

33 11

17 0

17

17

66

0

33

66

17 66

33 22

50 0



16 Most minority groups are angry.

12 Different racial groups need to
depend upon each other.

A

A

Male Female

50 33

50 33
J

0 22

83 90

17 0

0 0

Factor II - Belief in the overaggressiveness and exploitative tendencies
of blacks.

Loading Item No. Item/Description

.88 11 Minority persons are trying to use
whites.

-.87 15 Whites cannot fully understand what
it means to be a member of a minority

group.

.71 2 Open recognition of color may embarrass
minority groups.

.53 18 All members of minority groups are
pretty much alike in their attitudes
and behaviors.

.48 2- There should be laws restricting
interracial marriage.

.43 16 Most minority groups are angry.

11

15

2

18

23

16

Item Intercorrelation -- Factor II

11 15 2 18 23 16

- -.52 .59 .50 ! .53 .50

-.52 - -.36 -.10 -.41 .00

.58 -.36 - .40 .32 .52

.50 -.10 .40 - .02 .15

.53 -.41 .32 .02 - .25

.50 .00 .52 .15 j .25 -



The male-female responses for items in this factor were:

11 Minorities are trying to use Male Female

whites. A 50 22

4

0 22

15 Whites cannot fully under-
stand what it means to be
a member of a minority
group.

2 Open recognition of color
may embarrass minority
groups.

18 All members of minority
groups are pretty much
alike in their attitudes
and behavior.

23 There should be laws
restricting interracial
marriage.

16 Most minority groups are
angry.

A

A

A

A

33 33

33 44

33 11

34 11

50 44

17 33

33 22

50 22

17 55

33 O.

33 22

17 77

33

33



Factor LII - Displacement of whites'
of class as the determinant
desirability.

Item N.

7

14

prejudice through explanation
of minorLty worth and

ILem/Description

-.82

.76

Most minority groups can handle
whites' honest behavior and
feelings.

The lower-class black can be
blamed for most of the
prejudice against blacks.

-.75 13 Minority groups want a
responsible society.

.67 22 Black supervisor, managers and
administrators are appointed
because they are black.

.47 5 Minority groups are oversensitive.

Item Intercorrelations -- Factor III

7

14

13

22

5

7 14 13 22

- 1-57 i

i

.69 i -.14 -.10

-.57
I

i- I -.60 .52 .43

.69 1-.55 ! -
1

-.20 -.28

-.14
!

. .52
I

-.20., - .55

-.10 1 .43 I -.28 : .55 -

Malerfemale responses for items in this factor were:

7 Most minority groups can handle
whites' honest behavior and
feelivgs.

A

Male Female

66:

33

66



14 The lower-class black can be
blamed for most of the
prejudice against blacks.

13 Minority groups want a
responsible society.

22 Black supervisors, managers
and administrators are
appointed because they are
black.

5 Minority groups are
oversensitive.

A.

A

A

A

11

Male Female

66 11

17

17

44

33

17
i

88

50 0

34 0

17 0

17 33

66 66

34 11

33 56

34 33

1

Factor IV - Belief in the need, desire and value of blacks being a

part of the white society.

Loadinz item No.

.94 10

.75 17

.59 18

.51 3

.50 1 645
11-616'

Item/Description

"Liberal" whites are free of
racism.

Minority groups will always
welcome and appreciate inclusion
in white society.

All members of minority groups are
pretty much alike in their
attitudes and behaviors.

Minority groups are oversensitive.

Color is not important in individual
relationships.



10

17

18

5

1

Item intercorrelations -- Factor IV

10 17 18 5 1

- .50 1 .41 .28 .52

.50 - .26 .57 .38

.41 .26 - .54 -.08

.28 .57 .54 - .03

.52 .38 -.08 .03 -

Male-female responses were:

10 "Liberal" whites are free of
racism.

17 Minority groups will always
welcome and appreciate
inclusion in white society.

18 All members of minority groups
are pretty much alike in their
attitudes and behaviors.

5 Minorlty groups are over-
sensitive.

A

A

A

A

Male Female

0 44

50 33

50 11

0 22

33 56

66 22

33 22

50 22

17 55

34

33

34

11

56

33



I Color is not imporz.-.nt in
individual relaticriships.

Male Female

A I 50 78

t" 22

33 0 1

Factor V - Belief in superiority of whites.

Loading Item No. Item/Description

.87 3 White society is superior to
minority group societies.

.64 15 Whites cannot fully understand
what it means to be a member
of a minority group.

.42 17 Minority groups will always
welcome and appreciate
inClusion in white society.

.39 8 Members of minority groupfl are
individuals, with individual
feelings, aspirations and
attitudes.

Item Intercorrelations -- Factor V

3 15 17 8

3 I .27 .26 -.05

15 .27 ; .11 .14

17- .26 .11 .30

8 -.05 .14 : .30

Male-female responses were:

3 White society is superior to
minority group societies.
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A

Male Female

17 11

33 22

50 55



15 Whites cannot fully understand
what it means to be a member
of a minority group.

17 Minority groups will .;,dways
welcome and appreciate
inclusion in white society.

8 MemberF of minority groups
are individuals, with
individual feelings,
aspirations and attitudes.

A

Ii

A

Male Female

33 33

33 44

33 11.

0 22

33 56

66 22

66 77

33 11

0 0

Factor VI -- Belief in the separation of the races.

Loading Item No.

.98 21

-.67 4

.56 23

.43 6

-.40 16
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Item/Description

When blacks move into an
all-white neighborhood,
the value of property
will decrease.

Minority groups have a heritage
of which they can be proud.

There should be laws restricting
interracial marriage.

Minority groups must be controlled

Most minority groups are angry.



21

4

23

6

16

Item Intercorrelations -- Factor VI

21 4 23 6 16

_.

-.46 .48 1 .18 -.29
_ .

-.46 - -.69 -.78 -.24

.48 -.69 - .72 .25

.18 -.78 .72 - .54

-.29 -.24 .25 .54 -

Male-female responses were:

21 aen blacks move into an
all-white neighborhood, the
value of property will
decrease.

4 Minority groups have a
heritage of which they
can be proud.

23 There should be laws
restricting interracial
marriage.

6 Minority groups must be
controlled.

A

A

A

A

Male Female

50 22

33 44

17 33

50

33

17

77

0

33 0

33 22

17 77

50 11

50 22

55



16 Minority groups are angry.

A

Male Female

50 33

50 33

0 22

Factor VII - Belief in inferioriti of blacks.

Loadiu, Item No.

.56 19

20 -I. #.! .8

-.36 17

19

Item/Description

Racial color is the real
determinant of behavior.

All members of minority groups
are pretty much alike in
their attitudes and behaviors.

Minority groups will always
welcome and appreciate inclusion
in white society.

Item Intercorrelations -- Factor VII

19 18 17

.46 -.42

18 .46 .26

17 -.42 .26

Male-female responses were:

19 Racial color is the real
determinant of behavior.

18 All members of minority
groups are pretty,much
alike in their attitudes
and behaviors

A

Male Female

33 22

17 22

50 56

A 33 22

"qA
4



17 !linuritv .votip!.; will always

;1;1,1 appreciaLe
A

inclusion in white society.

D

Male

0 '2

33 56

66 22

Factor I

Loadih_g

i:orin

- Belief in the racist

Item No.

tendencies in whites.

Item/Description

.83 3 Whites cannot and will not change
except by force.

.73 20 I may be part of the problem.

.64 18 All whites are alike.

.64 6 Whites must deal on minority group H
terms now.

.55 10 Discussion and cooperation are
possible wayS to achieve progress.

.43 16
1All whites are racists.

3

")0

18

6

10

16

Item Intercorrelations -- Factor I

3 20 18 6 10 16

'.34 .64 .32 .31 .38

.34 .19 .27 .31 .19

.64 .19 .28 .17 .56

.7' .27 .28 - .37 .31

.31 .31 .17 .37 .13

.38 .19 .56 .31 .13 -

Tables 10 and 11 show a comparison of responses, by sex, on
each of the items relating to this factor. The comparisons for
this and other factors are listed below. As with the reporting
of Form A results, responses are listed in percentages and are
reported in three categories. Agree, Unsure and Disagree.
Strongly Agree and Agree were combined as were Disagree and
Strongly Disagree.

,..2.144622:;



Factor I -- Items -- Form B

3 Whites cannot and will not change
except by force.

20 I may be part of the problem.

18 All whites ar.2 alike.

6 Whites must deal on minority
terms now.

10 Discussion and cooperation
are possible ways to achieve
progress.

16 All whites are racists.

Male

A 43

Female

41

22 38

D I 34

A

A

11

21

39 38

13 38

39 21

13 4

26 8

52 83

A 26 50

52 42

D I 17

A

A

61

4

9

8

75

17

8

18

22

35

12 I

50

37 ,



Factor II - Belief in the exploitative tendencies in whites.

Loading Item No. Item/Description

.81 17 Whites are united in their
attitude toward minority
gruups.

.79 9 Whites will let you down when
the going gets tough.

.59 19 Racial color is the real
determinant of behavior.

.54 12 Different racial groups need

.46 11

42 14

17

9

19

12

- 11

14

to depend upon each other.

Whites are always trying to use
members of minority groups.

The lower-class white is the root
of racial prejudice against
minorities.

Item Intercorrelations -- Factor II

17 19 12 11 14

- .44 .50 .16 .30 .23

.44 - .32 .10 .49 .32

.50 .32 - .11 .42 .30

.16 .10 .11 - .07 .17

.30 .49 .42 .07 - .07

.23 .32 1.30 .17 .07 -

Male-Zemale responses in items on Factor II were as follows:

17 Whites are united in their
attitude toward minority groups.

9 Whites will let you down when the
going gets tough.

653

Hale Female

A 44 33

A

ti

35 54

13 8



19 Racial color is the real
determinant of behavior.

12 Different racial groups need
to depend upon each other.

11 Whites are always trying to

A

A

Li

Male Female

47 33

13 29

31 34

56 71

13 8

4 21

use members of minority
groups.

14 The lower-class white is the

root of racial prejudice
against minorities.

A

A

39 42

35 42

0 17

1 35 34

22 42

18 25

Factor III - Belief in interdependence of races.

Loading Item No.

.88 8

.59 12

.58 10

.41 6

-.37 21

Item/Description

Whites are human .and, whether they should

or not, do have their own hangups.

Different racial groups need to depend
upon each other.

Discussion and cooperation:and pOssiblé
ways to achieve.prOgresS.

Vtlites must deal on minority terms now.

Blacks cause neighborhoodS tO rUn down.



12

10

6

21

Item Intercorrelations -- Factor III

8 12 10 6 21

... .43 41 .16

-1-
.11

'-.18

: .07.43 - 1 .34

.41 .34 - .37 -.03

.36 .11 .37 - -.08

-.18 -.03 .07 -.08

Male-female responses were as follows:

8 Whites are human and, whether
they should or not, do have
their own hangups.

12 Different racial groups need
to depend upon each other.

10 Discussion and cooperation
are possible ways to achieve
progress.

6 Whites must deal on minority
terms now.

A

A

A

A

Male Female

61 87

8

13 4

56 71

13 8

4 21

61 75

4 17

26
I

50

52

17
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21 Blacks cause neighborhoods to
'run down. A

Male Female

8 12

22 8

61 75

Factor IV - Belief in the trustfulness and truthfulness of whites.

Loading Item No.

.82 23

.81 5

.41 3

23

5

3

Item/Description

There should be laws restricting
interracial marriage.

Whites are distrustful.

Whites cannot and will not change
except by force.

Item Intercdrrelations -- Factor IV

23 5 3

__ .57 .22

.57 - .48

.22 .48

Male-female responses for Factor IV were as follows:

23 There should be laws restricting
interracial marriage.

5 Whites'are distrustful.

3 Whites cannot and will not
change except by force.

Male

A 18

A

; 26

I 48

Female

25

8

.62

22

30

D 34

A

33

29

37 1



Factor V Belief in whites' ability to aid the black cause.

L9.1.11111 item No. Item/Description

.71 4 :Mite persons are less prejudiced
today than they used to be.

.66 7 Some whites can help and "do their
own thing."

.57 14 The lower-class white is the root
of racial prejudice against
minorities.

.40 15

4

7

14

15

Some whites have "soul."

Item Intercorrelations -- Factor V

4 7 14 15

.41 .30 .33

.41 - .23 .30

I---
.30 .23 .07

.33 .30 i .07 -

Male-female responses for Factor V were:

4 White persons are less prejudiced
today than they used to be.

7 Some whites can help and "do
their own thing."

14 The lower-class white is the
root of racial prejudice
against minorities.-

657

A

A

A

Male Female

r 1 80

8

31 12

43 84

22 17

9 o

35 24 I

22 42

18 25



15 Some whites have "soul."

A

Male Female

34 83

4

12

Factor VI - Belief in the need for white presence and the superiority
of whites.

Loading Item No. Item/Description

.80 13 White persons on the whole tend
improve other minority groups
with which they come into cor;:act.

.05 15 Some whites have "soul."

.59 1

13

15

1

Whites are not really trying to
understand the situation of
minority groups.

Item Intercorrelations -- Factor VI

13 15 1

... 28 .40

.28 - .22

.40 .22 -

Male-female responses for Factor VI were:

13 White persons on the whole tend
to improve other minority group:,;
with which they come into
contact.

15 Some whites have "soul."

Nr029

A

A

Male Female

21 30

35 50

18 21

34 83-

13 4

12



1 '0:hites are not really trying to

understand the situation of
minority groups.

Male

A 1 30

U 1 57

Female

59

33

1) 13 8

Factor VII - Belief in blacks' qualifications and ability to negotiate

as well as understand the system.

Loading Item No.

.37 2

-.69 22

.42 11

-.37 1

2

22

11

1

Item/Description

The best way to be seen is to be heard.

Black supervisors, managers and admin..:

istrators are appointed because they

are qunlified.

Whites are slways trying to .use members::

of minority groups.

Whites are not really trying to under-

stand ehe situation of minority groups,..

Item Intercorrelations -- Factor VII

2 22 11 1-

- I -.21 .26 -.14

-.21 , -
i

-.27 .22

.26 -.27 - .06

-.14 .22 .06

Male-female responses for Factor VII were:

2 The best way to be seen is

to be heard.

22 Black supervisors, managers
and administrators are appointed

because they are qualified,.':

14,1!1e Few.:11-e

'A 69 '42

.ter. ,tr.14',.=:.



it -ing to
use members of !-ty groups.

A

l,:i1j.ps not really trying
to undetind the situation

A
of minor-Ycy groups.

M:fle

39 42

35 42

0 17

30 59

57 33

13 8

ThoL. Forms A and B of the Social Belief Inventory
provided u- and interesting information about the attitudes
of students toward the opposite race, the writer chose not to
draw from them conclusive statements about how students' beliefs
and cognitions affect their behavior toward the opposfr.e race.
Considering the unsystematic way the sample was drawn, the limited
variables looked at, and the size of the sample, among other
things, the writer felt it desirable to refrain from over general-
izing from the data. Even so, it was interesting to note the
compatability of responses between males and females for items in
each factor, Eor both Forms A and B. The writer noted that responses
for white males and females were quite compatible on most factors.
There were items on which their responses varied considerably, e.g.,

Item 7 - Factor I - Males - 17% Agree - Females 66% i,ree
Item 18 - Factor II - Males 17% Disagree - Females 55% Disagree
Item 23 - Factor II - Males 17% Disagree - Females 77% Disagree
Item 10 - Factor IV - Males 0% Agree - Females 44% Agree
Item 17 - Factur IV - Males 66% Disagree - I's-males 22% Disagvee
Item 21 - Factor VI - Males 50% Agree - Females 22% Agree

The writer noted a difference in response patterns of males and of
females ateach grade level. Differences in the attitudes toward
the opposite race between the sexes were more pronot Iced in grades
11 and 12 than in earlier grades.

As with white respnndents, black males and females tended to
answer items in a similar way, except for certain items within

each factor, e.g.,



Itetq IS - Fhetor I - Males 52 Dka.:ree PerNtle!4 S J2 Disnw-ev

[tem Faelor III - Nale!-; F)r A.gre - remale!-; 87X Agn,e

Item 7 Factor V - Males 432: Agree - Females 84% Agree
Item 15 - Factor V - Males 34% Agree - Females 83% Agree
Item 1 Factor VI - Males 30Z Agree -Females 59% Agree

Though differences in the attitudes toward the opposite race, by
a!,,I females, were :11,,:o rorc i,!-0710nacj,d at tho tipper

grivIe Levels, nere tended to he ;-:ore sir.iilarity in the way black
st!ents respoaded regardless of their grade level.

-632 , .

..g.1?YietT4



CHAPTR VT

ANALYSESPLAN, PROGRAMS, PRACTICES, PROCEDUnES

A Summary of Orangeburg District No. 5's Plan

in late 1969 a class action suit Filed with the U. S. Fourth-

Circuit District Court requesting that it direct the Orangeburg

District No. 5 to comply with previous court rulings to eliminate
"now" dual school systems that were based upon race. In deliberat-

ing the case the Court found that the rate of integration that

had occurred under freedom of choice was not adequate to meet
the constitutional test as set forth in Green v. County Board of

New Kent County, handed down by the U. S. Supreme Court in 1969.

The Board of Trustees submitted a terminal desegregation plan

to the courts for 1970-71 which featured geographi,-al zoning. The

plan, which was modeled after a neighborhood school plan, was

modified by the courts but then accepted. This plan was immedi-

ately appealed. The appeal led to the submission of a clustering
and pairing plan for 1971-72 which, according to the presiding

judge, "establishes a unitary school system which will be in full

compliance with any conceivable interpretation or construction

which may place on the equal protection clause of the Fourteenth

Amendment."

The courts and NEW were seemingly the architects of the

district's plan. The judge's order for the first year of inte-

gration, following freedom of choice, contained n t ,o-part

approach: Part I concerned w_th detailed plan )n the part

of school personnel for propar implement; _ion; art II involv-

ing the pairing of teachers, and the advisory c. tea:I/human

relations council appro.sh to --eate opportunfs for parents,

teachers and students to be informed and involved. The rr.ajor

objectives of the phase in pzogram were listed as bein;r,;

1. To prepare the community for accept-J.11g sie1 desegre-
gation with a more positiv,. attitude.

2. ,To prepare educational ,:ersonnel am; studerts to
function successfully in desegregated schools..

3. To provide administrators time for plaTming the

reorganizational steps -aquiz..ed in the p'.an.

Orangeburg District Iv.o. f.'s current plan is a tication

of the one implemented in 1971-72. The modificaticu ,s zeque-13ted

by the district and allowed by the f:ourt. The feature th

plan are:

6
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SchoolsThe closterint4 of -lemenLlry schools
..unes, thou pairim4 sehool rJrcin so that

one school contains grades 1-2; one, grades 3-4; and one,
grades 5-6.

2. Secondary Schools--One central sal., grade school,

one junior high with grades 8-9, aod one senior high

The district's plan did not rsult in Lhe displacement of

teachers. Rather, teachers were hired in ?roportion to the black/

white ratio of the town. There were some changes in assignments
of some black principals, from principal co assistant principal,
at the onset of integration. The district hos retained the
services of four blacks out of nine in the principal's positio:

Bussing wr1=-, of minor significance as a variable in the

Orangeburg is true that there was some expansion
to achieve itition, b:..sing was an established fact prior to

the implementation of the current plan.

Orangeburg District No. 5 - A Comparative
Desegregation Study Site

Orangeburg District No. 5 was selected as a participant in
this project because it was identified from source data as a
district that had distinguished itself for dev2loping and imple-
menting a de 2gregation plan that was comprehensive, successful,
and conflict-free. The project's major purpose was to select
districts that had been effective in their approach to breaking

the bonds of segregation, and to identify and describe the

processes thar led to eftectiveness or success.

Seven criteria, and accompanying indicators, were used in
ultimately selecting participating districts. Orangeburg District

No. 5 was matched against these criteria to determine how its plan,

its programs, and its practices and procedures parallel. On the

basis of observation and conversation, the following Is an analysis

of the match.

Criterion 1. Evidence t majority an2 minority students and

staff ari _ruc-urally integrated* into the social

*Structural Integration (definition used by the California

State Department of Education)--that situation !cc whichstaff

members, children and parents of all ethnic groups i,oldstatUses

and play roles throughout the schoorsystem that are equilial2nt.

in power and prestige to those statuses occupied by:members of

other ethnic groups.



system of the school so both hold statuses and
play roles "),It ace equal in power and prestige.

C-1 Indicators--1. Composition of student body in each school -
Each elementary school in the district has been
paired to effect, to varying degree s. a black*

white ratio -- currently 70%/30%. blacki

v.hite ratio in the lementary schools ranged
from a low of 66%/34;:: to a high of 78%/22%.
The black/white ratio for the seventh grade
o'zhool was 73%/27%. No data were available

the junior high school but the high school's
ratio was 72%/28%.

--2. Fthnic composition of staff in each school -
The black/white ratio of staff in the elementary
schools observed ranged from 60%/40% to 57%/
43%. The eventh grade school's staff was 57%/
43%. No data were available for the junior
high scilool, but the senior staff was

53% blacy and 477 white. Four of the district's
nine principals, or 44%, were black.

--3. Distribution of majority/minority group E:udents
in each class - The cour ,-. mandate which directed
the district to desegregate was primarily
concerned with the way students should be
distributed across schools, not classes. Dur-

ing observations, the team noriced that classes
at the elementdry level came close to reflect-
ing the black/white ratio of the district.
This was waL.e possible by the practice of
heterogeneously grouping students across grades.
The same was generally true at the seventh
grade school, except for language arts where
students weregrouped according to ability.
At the junior high and senior high schools the
pattern was more varied. There were more
designations of ability ranges through hig'
level, average and low level raasses. Students

were said to have the opportunity to select
their courses at the junior and senior high
levels. In spite of the fact that whites are
the ethnic minority at the seni, they

hold the majority status !n cL'ses,
e.g., ..:lysics, college preparato-
mandate by HEW has requirei
and presumably other schools -:,:, the riLierict,

to break up racially identiftatla -:4i..e4t where-

ever they ekist.

613
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Criterion 2.

--4 t(-achors, principals and

counselors intk,iviu',:cd indicab;,1 dial disci-

pline was uniformly administered.

--5. Integration of minc.rity group sr-Aents into
organizations and activities of school--equal
participation in a human relations workshop
rhvolvir sth;.h.ht rrom tho former
black and Lomer whlLo schools met with
teachers and administrators during the initial
phases of desegregation to insure equal
participation of students in organizations.
However, as years have progressed organizations
and activities have tended to be less equal in
representation (see Tables 5 and 6). The

writer heard of no current attempts being made
to insure that there is equal participation.

--6. Patterns of student/student interaction -
Students, regardless of their grade or acAemic
level, were inclined toward interacting with
others of their owu race. There were reports
that students at the elementary level relate
well to "friends" of the opposite race. Such

relationships were confined to the classroom
or teacher controlled activities. There was

very little, almost no interacting after school

hours, including at school sponsored activities.

Evidence that racial/cultural isolation has
been re( ced and is reflected in the hetero-
geneity of academic and nonacademic activities.

C-2 Indicators--l. (In addition to all of the above indicators)
A sense of fellowship and mutual respect, as
demonstrated by staff and student planning,
exists - From observations and interviews it
appeared that planning was retained as a func-
tion of teachers. Exceptions were fowad in
programs that were individualized anc: i-equired

students and teachers to collaborate on the
writing of prescriptions. In fairness to the
teachers in the district, it must be mention,:..-:

here that the observations vere not numerous
enough for a firm determination to be made on
th A,. matter of the amount of student/teacher
planning taking place.

--2. Evidence of avoidance of academic stereotyping
At the los-ar levels teachers were said to u.,e



Criteriori 3.

the individwtlid app(r);wh to instruction to
help avoid trdcking or otherwise stereotyp-
ing of students. At the upper levels students
supposedly self-selected courses, though such
selection often resulted in the maintenance
of disproportional representation of students
by race in high and low level courses. There

no that schools at the upper level
were using any other methods to avoid stereo-
typing. The action of HEW seemed to suggest
that stereotyping still exists.

--3. Evidence that teachers have the authority that
enables them to work confidently and flexibly
with students of varying abilities and talents--
conversations with teachers revealed that they
do have the opportunity to work freely and
flexibly with their students.

Evidence of mutual understanding and positive
interaction.between majority and minority
students and staff.

C-3 Indicators--1. Schools' atmosphere - Though there doesn't
appear to be a great deal of student/student
interaction, there was no indication that the
schools' atmosphere was anything but peaceful.
No one who was intcrviewed could recall any
racial conflicts that had occurred within the
past two years.

Criterion 4.

-2. Stuents'attitudes toward school Students
interviewed tended to speak positively about
their school and teachers.

-3. Cn .eling and guidance services - huth of
these services were available to students
regardless of race. The team found some
expression of dissatisfaction on the part of
high ability black students who suggested that
some counselors discourage them from taking
college prep and othe' -gh level courses.

Evidence of curricular offerings and materia:s
reflecting culturp.i diversity.

C-4 InoLcators--1 Curriculum offerings related 4p minority experi-
ence or to majority/minoriety relations - In spite
of the fact that blacks are in the majority
in the district, relatively little has been

6G6
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dome inliforml ;!,,; Lhe cl!r-

riculum is coucoriwd rulatus to them.

Most schools indicated that there were no
special offerings related to the minority
experience. Some exceptions were, one school
recognizing M. L. King's birthday, one observ-
'ng Black History Week and the high school
0:cer[1:c ! I tory.

--2. Library volumes related to the minority experi-
ence or by mino.ity group authors - The high
school has a total of 10,000 volumes of which
apprn: :mately 100 or 1% related to the minority
experience. There are no films maintained in
the sch!)ol's library since they are available
from the S. C. State Department of Education.
There are reference volumes available that show
the "contribution of ethnic groups." The library
subscribes the following black periodicals:
Ebony, Jet, Black World, Negro History Bulletin.
The library contains recordings and filmst ps

that relate to the minority experience, but
the personnel were not sure about the numbers
of each. The team only concentrated on the
library at the high school.

--3. Evidence of varied instructional techniques
designed to meet the different learning styles
of students - The more conventional, lecture-
type methods of presenting instruction were
the mode for classes observed at the upper
level. Though there were signs of the same
being used at lower levels, .lere were also

signs of teachers attempting to individualize
instruction and use small skill group arrange-
ments to re .idequately address the learning
styles anu 1 s of students. Team teaching
was said to exist especially at the lower level,

bu the team did not have an opportunity to
ob,erve how such was defined or implemented.

Criterion 5. Evidence of successful academic achievement
by both majority and minority students.

C-5 Indicator5--1. Achievement data on studerts in school--From
aaiThot 6cure data on reading tests given
by four elementary schools in 1972, the
average score (reported in grade level equiva-

.#
lents) attained by blacks was from one year
to nearly two years behind whites. Fo ex, iple:
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Criterion 6.

Score

Black White

a. Grade 4 - Sheridan 2.7 4.8
b. Grade 4 - Whittaker 2.7 3.5

c. Grade 6 - Nix 4.6 6.9

d. Grade 6 - Rivelon 4.7 5.7

No other achievement data by race were avail-
able

Evidence of comprehensive efforts to develop
and offer programs aimed at equalizing educa-
tional opportunity.

C-6 Indicators--1. Evidence of use of Title I, ESAP or other
funds to develop compensatory programs -
There was much evidence that special funds
were used to finance remedial and.correctiVe
programs, outreach type programs and health
programs, as well as human relations and in-
service types.

--2. Evidence of use of resour-s within nnd outside
the school district to help devise programs
aimed at equalizing educational opportunity -
The team learned that the Desegregation Center
at tbe University of South Carolina was called
on i.:xtensively during the early phases of

desegregation. There didn't appear to be a
reluctance to use needed resources whether
i side or outside the district.

--3. Attempts at in-service training aimed at
program development - In-service traininE, was
a major component of the district's lesegre-
gation plan. It was planned and implemented
to a great degree with special funds.

Criterion 7. Evidenc of parent and community involvement
in the desegregation process.

C-7 Indicators--1. Existence of a citizen's committee, or advisory
committee, to assist with desegration plans -
A part of the.coures dictate to the district
was for it to establish a "biracial advisory
committee to advise the local school offiCials
on matters of desegregation;" and fOr each H
school to 2stablish human -!:olationa-councils
made ;Lp of teachers, pareats and community,

8
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leaders. ThiN a:: far an the team

could determine.

--2. Evidence of biracial school committees (see
indicator 1)--The writer had an opportunity
to observe a program sponsored by the parents'
biracial advisory committee aL the junior

t,1n,..:.-;...r1 ullo!.: to Heti) Vont.

Chi.14 Get the >iost uut of School." Tilt progn.A

was well attended by white and black parents,
and the twenty group sessions that were held
were jointly shared and recorded by black and
Thite parents, teachers and students.

--3. Evidence that parents and school community
are kept informed about problems and success
in the integration process - The school district
has made extensive use of the local newspaper,
The Times and Democrat, in keeping the community
informed about the status of its plan. Addi-
tionally, the district publishes a news pamphlet
which is disseminated to the families of all
students periodically.



CHAPTER VII

"INTEGRATION" IN RETROSPECT

Some Concluding Observations

Jane Mercer, a Sociologist at. the University of California
at Riverside, California, uses in her studies of school district's
desegregation a five stage policy model designed to determine
where on the segregation to integration continuum a district falls.
Since her model has implications for this paper it is briefly
described below:

Stage 5 - Moving Toward Integration: Philosophic Stance--
Equality of educational output, cultural pluralism.

Stage 4 - Comprehensive Desegregation: Philosophic Stance--
Schools should have the same ethnic proportions as
district population, students shou_d have equality of
educational opportunity--the latter defined in
terms of input, same teachers, schools and texts.

Srage 3 - Token Desegregation: Philosophic Stance--District
no longer denies responsibility to desegregate, it
alters boundaries, builds new schools, moves toward
open enrollment and uses as the underlying theme
freedom of choice.

Stage 2 - De Facto Desegregation: Philosophic Stance--The
Board of Education does not have the responsibility
to change a pattern that it did not cause. The

main them, is the neighborhood schr.)1.

Stage 1 - De Jule Desegregation: Philosophic Stance--It is
not the legal responsibility of the Board to
desegregate. The question is raised as to whether
the responsibility belongs to the state or to the

district.

L. 1963, Cie year prior to the adoption of freedom of choice,
Orangeburg District No. 5 was at Stage 1, a segregated district.
Through a series of ( irt orders the district has moved, in the

opinion of thc . writer, to Stage 4. The impetus for tile district's
current position and plan came from the district court,whiCkr led
that the school district had to disestabli.'1 the dual System-which
continued to exist through 1970-71. The plan,that was approved
and implemented the following year, and for all practiCal 'purposes

remains in effect today, "establishes a unitary system'Which will



iu 1, 11 .w-idionce with n vi iuterprc1ation or

tA,n:;trucl mu: pLace on equ,1! protection cl.ansu

the Fourteenth Anendment," according to the judge who presided
cv.,er the case. The court was assured ol the ability of the plan
to meet the challenges of the constitution because he built in

certain specifications in his order that were to be addressed by

the (1 Htricr. und he maintained jurisCietion over the case to

Several crucial requirements for any workable and effective
sciwol desegregation program were t*-und in Orangeburg, some of
,:hich were specified by the courts flut some that were not. Four

of the elements were (1) the thorough preparation of school staffs,
students, parents, and the community for desegregz:zion; (2) the
establishment of gooC and clear channels of communication about
the desegregation process; (3) the'establishment of firm policies
regarding desegregation and the clear enunciation of those policies
and thc Board of Trustees support for them; and (4) the provision
of educational innovations designed to more adequately serve students

in the district.

With the successful implementation of Its desegregation program,
the district adopted a philosophic stance and a framework of opera-
tion whi.:11 resulted in the ethnic representation in each school
approximating that of the total district. Without attempting to
judge the effectiveness or quality of either, black and white
students were given access to the same schools, teachers, and texts.
With some qualifications they were given access to the same courses
of study and the same school-related activities. These variables

are consistent with Stage 4 of the Mercer Model.

When applying the Mercer Model to a desegregated situation,
one must be careful not to assume that all segments of the community

r7re at the same point of acceptance, thus on the same point on the

continuum. It is not only possible but probable that the school
district's administration and board of education could be of a
different persuasion and at a different LIvel of understanding and

acceptance than parents, community perso:Is or even teaching staff,

because the legal as well as professional obligation they have
for all students within their domain. This seemed true in

Orangeburg District No. 5. One indicator of the discrepancy between
the position of the Board of Trustees and segments of the community

was the defection of whites, or "white flight," from the public

schools. Tn 1964 white students made up 52% of the district's

population. In 1974 white enrollment is 30%. Private academies

have flourished, and have not cniy attracted a goodly number of

students but also white teachers whr7, lpted not to teach in the

desegregated public scnools.
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in spiLe of the effectiveness with which the current pla,1 was
irplemented, the team did not observe many kinth-, of activities,
procedures and even attitudes that would catapult the district to

Stage 5. While it is true that special funds have been used to
finance corrective and remedial programs that would hopefully ,

bring about more equality of educational output over the long haul,

little was being done to make the schools reflect the cultural
plurzt1L;ti nNLure ai" tip env.:.,-onilerit.

Final Remarks

The data in this report were generated from formal end informal
observations, and from structured and unstructured interviews.
These data are not exhaustive, as they are collected by a team
of six persons who made a three-day visit to Orangeburg District
No. 5, Orangeburg, South Carolina, visiting five of the district's

nine schools. Time and space constraints made it humanly imnos-
sible to capture and record every moment of the Orangeburg drama.
However, the team attempted to extract the substance of all
conversations and observations and to record them correctly and
objectively with the hopes that the Orangeburg story might Prove
enlightening and beneficial to others.
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Birmingham

When chartered in December 1871 Birmingham had a population oF 1,000,
today the population including the suburbs has soared to over 700,000. Bir-
mingham is a major medical center of the South. Due to housing the eastern
end of Birmingham has been predominantly white, while the center of the city
and the western end are predominantly black. The City Council appoints the
School Board in overlapping 5 year terms; in 1971 the Council had two black
male and one white female members. By 1974 the progressive Council had

appointed a liberal Board of three whites and two blacks; one black male
was appointed to a second term and the first block female was appointed.

Their desegregation history began voluntarily in 1963. The 1963 plan
was nullified by the District Court in 1967 when they ordered the Freedor-
Choice plan; this plan lasted through the 1969-70 school year. There was
a 900% jump in black enrollment in white schools from 1966-67 to 1967-68.
During the first year of the plan the pupil count dropped by 1,231
(157 black); there is specOation ;hat the 1,074 white students have moved

to the suburbs, but there i o proof. The faculty movement, which was
also voluntary, was faster with blacks moving to white schools than with
whites going to black schools. At the end of freedom of choice half the
schools had integrate'd student bodies and 90% of the faculties were integra-
ted; thus, 90% of the students were being taught in schools with integrated
faculties.

In 1969, the District Court held that the freedom of choice plan was in-
adequate for dismantling the dual system. It was suggested that Birmingham
develop the new plan in collaboration with HEW. HEW designated the "Center
for Assistance to School Systems with Problems Occasioned by Desegregation"
at Auburn University as collaborator. An acceptable plan was submitted on
December 30, 1969 which had been developed by the Center in cooperation
with an eight member panel, representatives of the NAACP and the Justice
Department. The plan dealt with student assignment, faculty and staff assign-
ment, building and facility assignment, and scho-...d activities.

The plan for student assignment called for the closing of eight all black
elementary schools, the rrnening 76 being divided into attendance areas.
One black high school w cicsed, the remaining thirteen being divided into
attendance areas. Majority-minority right to transfer was dependent upon the
capacity of the recei.,e; school. High school students could request transfer
to another school with a specifk curriculum not available at the assigned high
school.

Faculty and staff reassignment was planried to achieve 25 to 33.3% minority
staff which has not yet been reached, but they are progressing. Improvement
projects for buildings and facilities were planned for eighteen elementary schools
and six high schools. The school activities were to remain but the plan called
for the merger of similar groups to achieve greater racial balance.
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Throughout the process decisions were handed down from the highest
administrative level; there was no input from the community, staff or students.
All inforrnation was released internally, no one had a sense of involvement.
In an effort to prepare for desegregation, human relafions workshops were
held with Auburn University helping in the design and implementation. The
first workshop was held for approximately 125 principals, supervisors and
program directors and dealt with group techniques, potential problems and
possible methods of dealing with problems. The second workshop was composed
of about 500 staff members from the 89 schools who were designated cs the
School Leadership Group; it was their role to coordinate human relations pro-
grams at the building level. The third workshop was held for 100 students
representing the thirteen high schools; they were to use what they learned to
promote better inter-racial understanding at their schools. The final workshop
was held for approximately 100 PTA members and officers whowere to work with the
community and schools to help acceptance of change and to help plan strategies
to ease the transition. The last human relations activity took place in August 1970
when each school conducted its own five-day program.

In 1974, 25% of the schools were not desegregated. The reason for this is
twofold: first, the population is heavily black and the housing is still heavily
segregated; second, there was never a school transportation system in Birmingham,
so busing was never considered as a possibility. Iriter-racial interaction is poor
on all levels. Students interact when academks call for it; there are few extra-
curricular activities and most of those are racially imbalanced. Teachers interact
professionally more than they did previously, but they have no social relations,
in fact, in two schools, the faculty gradually established a black teachers
lounge and a white teachers lounge. Despite the staff separation all the teacher:7
seem to agree that the texts in use are highly out-dated. They also agree that
there seems to be a rentionship between the extent to which the books are out-
dated and the socioeccnomk status of the student bodythose from the poorest
section have the oldesi books and most decrepit facilities.

The Birmingham sclioels have come far since 1963, but they still have a dis-
tance to go. At the time of the site visit, 1974, a new Superintendent of Schools
had just been appointed. He greatly impressed the research team with Ids insight
and foresight; with cooperation, he could effectively initiate valid changes in pro-
grams, staff allocation and student assignment. The research team left Birmingham
with feelings of optimism regarding the future of desegregated education in Bir-
m!ngham.
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Durham, N.C.

Durham is located in the Piedmont region of North Caroiina. According
to the 1970 census its population of 95,438 is 38.8% black. Among the
large industries to be found in Durham are Liggett and Myers, Sperry Rand,
General Electric and black owned and operated North Carolina Mutual Life
Insurance Company. Historically, Durham has been considored a progressive
city, entrepreneurially, for blacks.

The city's greatest asset is its proximity to several universities. Duke
University and North Carolina Central University, whkh h predominantly
black, are both located within the city limits; the University of North Carolina
is south of Durham at Chapel Hill and North Caro Ilna State University is east
of Durham at Raleigh. The two university teaching hospitals located in the
city have made it the medical capital of the South.

The average citizen of Durham has completed twelve years of schooling
and is earning approximately $8,300 per annum; in spite of this, 15% of the
income producing families are below poverty level and 29% get public as-
sistance income.

With the 1954 Brown decision, the black community began to agitate for
change in the school system. In 1958, the Mayor's Committee on Human Re-
lations tried to arrange meetings between the City School Board and blacks in
the community but the Board refused. In August 1959, the Board held a special
meeting at which it decided to integrate the junior and senior high schools.
In 1962-63, there were 15,071 students distributed among twenty-five schools
of which ten were all black and fifteen all white. In October 1965, the Board
adopted a "Plan for Desegregation of the Durha m City Schools" whkh it pre-
sented to the U.S. District Court for the Middle District of North Carolina.
The plan was a response to a motion filed by the NAACP Legal Defense Fund

against the Board; it abolished attendance zones and feeder schools and esta-
blished a free choke system. The parent or guardian of each student filed an
application listing three schools in order of preference; students were assigned
to schools ona first come, first served basis . "Capacity" was determined in
accordance with the maximum capacity pel ratted per classroom under the mini-
mum standards for accreditation established by +le North Carolina Department
of Public Instruction and the Southern Association of Colleges and Schools.
Parents or guardians could request a transfer for a student and decisions were

ma3e in a "non-discriminatory manner." In 1970, the NAACP Legal Defense
Fund reopened the case and the judge ordered pairing of elementary schools;
he did not require the schools to reflect the racial composition of the city--
some schools would remain predominantly black and some predominantly white.

The desegregation plan itself was developed by the school administration
(as representatives of the City School Board) and the District Court. The plan
consisted of fourteen points, several of whkh deal with geographical attendance
zones to be established for 1970-71 such that a more equitable racial mix would
result. Points seven through nine provide for specific transfer possibilities,
first, if a parent or guardiant chose to send a child to a school where he was in
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the minority, second, that mentally retarded and exceptional students could
be assigned to special classes, and third, that the Superintendent and Board
could agree to change a student's assignment in a proven hardship case.
Point Ten permitted the Board to redefine the geography of the attendance
zones to accommodate pupil allocation to facilities so long as the unitary
nature of the school was not affected. Students from outside the Durham
school district were no longer to attend Durham schools, nor were students
from within the District to go outside to school. Faculty was to be reassigned
to achieve an equal ratio in schools throughout the District. All facilities,
programs and extra-curricular activities were to be equally available to all
students at a given school .

This plan has been rendered unstable by the fluctuations in enrollment and
the loss of students. 1977-72 and 1972-73 figures for enrollment in the dk-
trict showed decreases of :.,ightly less than 1,000 pupils per year and a 3%
increase in the proportion of blacks in 1971-72 and a 6% increase in the pro-
portion of black pupils in the 1972-73 school year.

There is very little written information on preliminary preparation for the
plan in the community or on the processes used because the administration "was
too busy with implementation to write down what was happening." The local
press reported the plan and the editorial column became a forum for public ex-
pression. Fourteen of the twenty-four teachers spoke of human relations work-
shops planned with the help of "strategic" teachers from the various schools.
Neither teachers nor counselors were involved in the planning and preparation
for integration. A school "Charrette" which provided the opportunity for com-
munity and administrators to exchange ideas proved to be a cathartic experience
during the first yearthe Board did not follow any of the recommendations. The
teacher ratio is 53% white, 47% black, the same as it was in 1969-70, but the
student population is now 70% black, 30% white.

Other changes indicated are: 1) in 1969-70 the district had two (2) assktant
superintendents, both of whom were white; currently there is one black assistant
superintendent and one white; 2) the total number of white supervkors decreased
by three while there was a corresponding increase of four (4) in blacks. Blacks
and whites increased in numbers at the central staff level, but there was a larger
percentage increase in blacks. There was a 15% increase of black clerical
staff in the district as compared to a 15% decrease in whites. What was a 52%
white/48% black ratio in principalships in 1969-70 reversed itself to become
52% black/48% white. The same happened with vice principals with the current
ratio being 44% white/56% black.

In the six elementary schools which were paired, teachers said the only cur-
riculum change they were conscious of was the appearance of multHevel ma-
terials. On the secondary level, the addition of black studies courses and the
change of vocational class time blocks from three to one and two hours were
major changes; the reason for the latter was to increase the appeal to all levels
of students. Although a May 7972 newspaper article spoke of tracking as pushing

677

111-4

1 4:



all blacks into vocational classes, interviews with staff and students reflected
a different picture. The indication was that heterogeneous grouping existed on
the elementary and junior high level while high school students felt that they
had made their own chokes and were generally satisfied. Extra-curricular
activities remained unchanged except in one junior high where modern dance
and "sockhops" were discontinued. There was a consensus that dhcipline was
equal at all schools except Durham High, where it was felt that blacks were
treated poorly.

The team that visited Durham interviewed the principals, counselors and
teachers to elicit perceptions of reasons for concern and perceptions of atti-
tudes. With regard to faculty and staff concerns, there was a fear of leaving
old schools; blacks were concerned with whites' attitudes of superiority and
whites' inability to accept blacks; whites feared disciplining black students
and teaching different kinds of students. With regard to parent and community,
whit ; feared inter-racial dating, harsh disciplinary methods, lowering of
quality of education and busing; bkcks feared unfair treatment, closing of
black schools and busing. Both principals and teachers perceived student
interaction similarly. On the elementary school level, there seems to be
little interaction where students are bused and a free interaction when they walk;
teachers said tie t they saw interaction across racial lines during school but not
after.

The prior high school pattern reflected a mingling before school; Carr Junior
High is beginning to show signs of mingling after school. Observers of Whitted
Junior High felt that the neighborhood po'4erns and busing prevent after school
contact. At the higi .chool level there 'ittle mingling during school and
none after, again attributed to the neighbo, flood friendship patterns. The pat-
tern seen in the student population was also reflected among the teachers;
there was some mingling during school hours but none after work.

The Board in Durham showed an awareness of the limitations of' the plan for
dealing with the problem of desegregation when, in 1971, they proposed still
another desegregation plan. The revised plan called for more even distribution
of the white population throughout the school system, tripling the number of
students bused and several other major changes. When the community learned
of the plan, the Board and the plan were severely criticized. The Board reacted
by withdrawing the plan from consideration. It appears that until the community
itself becomes interested in greater change, the school system in Durham will
remain as it is, desegregated, but not so fully integrated as it might be.



Ewing Township, N .J.

Ewing Township wos formed by an Act of the New Jersey State Legislature
in 1834. Settled circa 1700, the citizens were mainly English and Scottish
immigrants. Prior to 1930, EWing was highly agricultural and its population
grew very slowly; then, with the emergence of Trenton as an industrial and
business center, Ewing became an important suburb for businessmen rot wishing
to live in Trenton. The 1970 census listed a population of 32,831, the majority
of whom are home owners.

In November 1969, the Office of Eql...11 Educational Opportunity of the New
Jersey Department of Education notified the Ewing Board of Education that its
schools were raciall,, imbalanced and, if not corrected, the district would lose
approximatel Y one million dollars in State and Federal funds. In Spring 1971,
the Ewing Board of Education Newsletter published the three reasons for which
the Township reorganized its schools: 1) to improve education, 2) to achieve
better racial balance, and 3) to eliminate overcrowding.

In December 1969, there had been a racial disturbance which caused the
high school to be awned for two days. In January 1970, a Citizens Advisory
Committee with 65 members from every local organization; their mandate was
to errAe recarnmendations to the Board regarding identification of problem
areas in race relations and exomination of the racial imbalance existing in
some of the schools. The Committee had good representation from civic, social,
teacher and student groups; the main group was broken down to three subcommitees
to facilitate nlanagement of the study ( 1. Curriculum, 2. Students, Faculty and
Administrative Feelings, 3. Racial Imbalance).

The Currio ulum Committee submitted its suggestions in September 1970:
1) increase library facilities and staff in elementary schools; 2) expand black
studies to all arade levels as part of established history and social studies pro-
grams; 3) improve high school guidance for black students. A questionnaire
circulated in April 1970, by the Student, Faculty and Administration Committee
yielded three major complaints by the students: 1) no definite steps had been
taken to ease racial tensions (67% black and 61% white response); 2) blacks
felt there was a lack of black teachers, a rack of black-oriented courses, pre-
judiced administrotion and teachers; whites expressed dissatisfaction with an
apathetic school administration and student body, and a lack of freedom; both
black and white students felt that schoc' lrsonnel had no interest in them as
indivkluals; 3) nearly 80% of the students in ea,11 school opted for black hhtory
as an integral part of other -ourses in history.

The Racial Imbalance Subcommittee completed its work in July 1970 and
submitted six recommendations, three of which were accepted. The Board liklA
the idea of a middle school, a central school and pairing of the elementary schools.
With reorganization, the seven elementary :chools were maintained, but they
went only from K-5, a mddle school housed grader L-7, a central junior high
grades 8-9, and 0 high school

i
grades 10-12. Rather than pairing ithe elementary



schools, the Ewing Board of Education contracted with the Illinois Institute of
Technology of Chicago to assist in the reddistricting efforts at the elementary
level; a racial balance standard of not less than 18% non-white enrollment
and no more than 23% was to be established for each school.

While these committees were msearching their assigned areas, there was

a concerted effort in progress to inform the community of the impending reor-
ganization. The 1971 Spring issue of the "Ewing Township Board of Education

News," the official school district newsletter, was entirely devoted to the
whys of the reorganization and the referendum. (The latter was a $150,000
move for the improvement of existing facilities and the purchase of relocatable
classrooms.) The Greater Council of Churches sponsored a thirtrminute dis-
cussion of thu reorganization and referendum on WTTM, a local radio station.
The local press gave the details of the reorganization and referendum and gave
editorial support to both. The most effective means of communicating with the
public were the "coffee klatches" held by each of the 65 members of the Citizer
Advisory Committee; each member was to invite twenty guests to a morninp

coffee party where literature was available and discussions would be held, each

of the twenty guests then obliged to contact five other community members and
explain to them. A "rumor phone" was also established so that parents and
interested community people could get accurate answers to questions before

rumors spread.
As a result of the efforts at community involvement, fifty thousand dollars

of the $150,000 bond issue was designated for improving existing elementary school
libraries. Black studies were incorporated into the regular social studies course
material in both elementary and secondary schools in 1970. A black counselor

was hired for the high school. The reapportionmm t of the students to different
grade combinations permitted the sixth graders access to new programs in sports,

hobbbies and special academic programs.
In the area of staff integration, there were problems. One of the black vice

principals confirmed that he had h ad negligible success in interesting prospective
black teachers to come to Ewing and, if successful, it is hard to keep them be-

cause they are attracted to graduate study and j obs with higher positions and bet-

ter pay.
Observation and conversations with students and staff indicated that even after

reorganization there were a disproportionate number of non-white eighth and
ninth graders in the "below average" and the "slow" classes. The high school

showed a disproportionate number of whites in the advanced mathematics and
science courses and a disporportionate number of blacks in the "average" classes.

Extra-curricular activities had a sprinklinu of non-white participants in all

activities except the newspaper. In sports, there is a tendency for the non-whites

to participate more readily in the "conventional" or "more traditional" sports,
but, 9.4en so, there is :1 minimal participation. In an effort to encourage

the- students to interact more frecly, the middle school has twenty-Rye clubs
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which run during the three lunch hours; students may participate in a maximum
of four clubs per year. The middle school principal and teachers felt that
there was good interaction between the races in the lunchroom, libraries,
hallways, and so forth. The junior and senior high faculty, however, found
that there was a definite clustering of blacks with blacks and whites with whites.
Some parents felt tharthe reason for this behavior was that with increase in
age there was increase in peer pressure to "stay with your own kind." The
teachers themselves admit to purely "in-school relationships" with no socializing
during their time off. The criticism made by one of the parents interviewed was
that change had to come beginning at the administrative level: "You can de-
segregate physically but what about the attitudes of the teachers . . . ."

One of the outstanding features of the Ewing system is the uniformity of
disciplinary actions. There is a Discipline Gukie which is printed for the middle
school, junior and senior high schools. This guide explicitly dictates the rules
and the punishments for infractions thereof. All students agree that there Fs
equally strict discipline for all, no one gets preferential treatment.

Some of the key factors in the success of the reorganization were cited by
counselors and teachers. There was preparation by summer workshops; the
attitudes of the individual principals were very important; close faculty relations;
community cooperation; good contact and communication with the public; the
hard work of the superintendent. The method used to integrate was presented
palateably; busing was already in existence, they simply altered the routes.
The problem with over-crowding was dealt with by purchasing movable class-
rooms which still permitted existing structures to be utilized.

The outstanding problem whicb continues to exist today is the lack of minority
staff. In spite of the difficulty in recruiting minority teachers and adminktrators,
they do exist and it will be necessary for Ewing to find a method of attracting
them.



GOLDSBORO, N.C.

Goldsboro, North Carolina, Fs located fifty miles southeast of Raleigh,
the state capital. Incorporated in 1847, it is the county seat of Wayne
County, which, in turn, is the cer0er of a sixteen county group representing
the largest grain producing area east of the Mississippi River. The main
crop is tobacco, followed by corn, potatoes, green beans, wheat and soy
beans. Although there is light industry, Seymour Johnson Air Force Bose
is the largest single employer in the county. Due to Goldsboro's location,
at the intersection of major highways and its easy accessibility to two
railroads, the city is developing into a kirge wholesale distribution center.

The 1970 census report showed the black population as 49%, an 8%
increase from the 1960 figures; the 18.2% decrease in the white popui.ation
resulted in a 7% total population drop. An analysis of the figures reveals
that there has been a population shift which resulted in white: :roving to
outlying county areas and blacks moving to the city. Since there is segre-
gated housing in Goldsboro, there is little social interaction between the
races.

In Mey, 1965, the Goldsboro City Board of Education adopted a "free-
dom of choice" plan for students in grades one, seven, nine and twelve.
This plan permitted students to select a school which the:, wanted to attend;
it was extended to include grades K-12 over the next two academic years.
In October, 1969, the Supreme Court's Alexander Decision demanded im-
mediate desegregation of school districts. Prior to that ruling, Lloyd Hen-
derson, Education Branch Chief, Office for Civil Rights of the Department
of Health, Education and Welfare stated that the Goldsboro School System
would be found in non-compliance with therequiremens set forth under
Title VI of the Civil Rights Act of 1964 unless the dual school system was
dismantled.

In February of 1970, Loon E. Panetta, Director of the Office for Civil
Rights notified the Goldsboro City System that it was not in compliance with
Title VI and was on a deferred list which blocked reception of any new federal
funds. The Board set a target date of September, 1970, for the desegregation
of all elementary schools in the district. During April, 1971, the Board adopted
a plan which was acceptable to federal officials. By September, 1972, through
total school and staff reorganization, the Goldsboro Cit, School system had
completely desegregated its schools and achieved a unitary system. With the
reorganization, Goldsboro was once again eligible for receipt of federal funds.

In an effort to move toward desegregation, it was necessary to totally re-
arrange the school' and staff allocation. The nine schools in the system were
assigned specific grades, two housed grades 1 and 2, one grades I, 2, 3, one
grades 3, 4, one grade 5, one grades 6, 7, one grades 7,8, one grade 9, and
one grades 10, 11, 12. The teaching staff was redistributed, with changes in
grade level where there were requests and openings; since there were group
transfers, there was less objection than anticipated.

A 30-member Citizen Advisory Committee, representing a cross-section of
different groups and backgrounds, was formed to explore problems and concerns
and to make viable recommendations reflective of the total community. The
Committee actively supported the plans, interpreting them to various groups
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within the community. Churches provided forums for iliscussion and debate.
The local media were kept fully informed during the desegregation process;
the city newspaper and one local radio station were partkularly supportive
during the tiansition.

Human relations workshops were offered for staff members under the aus-
pices of St. Augustine$ College in Raleigh and North Carolina State University.
These voluntary workshops whkh began in 1968-69 and continued through
1969-70 had 50% staff participation. Desenregation plans were fully discussed
at staff meetings in each school; though some staff left the system or retired,
there was no mass exodus. Separate Human Relations Workshops were iweld for
students, administrators, and teac'llrs; on-site visits were matie 'ro schools. All
segments of the community had the opportunity to empress persoral views. Every-
one took part in the process. Departmental meetings were In Id ocrom school
lines since it wcs importa nt to know what everyone else was doing in the same

These meetings proved valuable as opporturaties for interaction among
staff.

The initial apprehension which manifestecr ',self differently in each popula-
tion segment has gradually dissipated. Both teachers and parents had fears
alleviated when a study or student achievement 'oefore and after two years of
integration showed that scores on the Stanford Achievemens- Test (1964 edition)
indicated above average growth in both races; these tests were compared to
national no ms at five different intervals in the students' school life. A second
study at second and then third grade level of a group of students also showed
a positive rate of growth. The students have learned that wh'ite kids are not
all geniuses and black Was are not all violent. The parents have discovered
that parenthood breeds the same concerns, regardless of race. The teachers
have found that they have more reasonable supplies and schedules; the drive
across town is an inconvenience, but it is no longer frightening to drive through
II certain nei3hborhoods." The experience taught the citizens of Goldsboro that
they could work together and achieve common goals: workshops on teacher
attitude, philosophy and technique promoted mutual understanding and respect
among staff as they discussed indMdual concerns and shared ways of handling
them in the classroom.

In spite of the success of the initial stages of desegregation there are areas
which have been neglected and ought not be ignored. The most crucial area
of concern is the lack of a multi-ethnic curriculum. There are some courses
offered which deal with ethnic topics, but there is a lack of ethnic consclous-
ness. Unfortunately, there does not seem to be c conscious effort to initiate
change in this area even on the elementary level, where it is most important.

There is still social segregation among thestudents. This is partially the
fault of busing; a student can remain after school only if someone will pick
him up or if he lives in the vkinity. There is almost no mingling between
races in the cafeteria or during breaks. Student explanation of that fact
was that one just naturally spends lunch with one's best friends arki there are
no hostilities. There was a pervasive feeling that there were less racial ten-
sions among thr younger students because they had started integrated classes



right from the fint grade and did not share the insecurities and fears of their
older brothers and sisters.

Homogeneous abil4 grouping in mathematics, science and English have
perpetuated all black and dl white classes. There is a notkeable tendency
for black students to take the less demanding subjects and it is difficult to
determine whether that stems from teacher recommendation or choke. School
activihes tend to be predominantly one race or the other. There is enforced
equality on the cheerleading squad, whkh, by mandate, is six black and six
white; thereby the accusation that it is unfoi.--it should be based on ability
not race.

There is a continual emphcsis in concerned community graups on finding
ways to na,row the gap in academic achievement whkh exists between black
and white youngsters. The ,xiginal fews of incompatibility have proven
invalid, and there is hope that greater parity can be achieqtd through more
concentrated efforts in the elementary school.. There is still concern about
academic standards voiced by w'nite parents who feel that thiair children have
not progressed at the anticipate I rate, l)ut rother are "going oackword."
But, on the whole, there are positive feelings within the community regarding
the Goldsboro schools. Both black an.1 white parents feel that integration of
the schools is an important step in pruparing their children to functian in a
world which is composed of many races.
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Minneapol is

Minneapolis, Minnesota is a major metropolis located 350 miles northwest
of Chicago. It covers an area of 58 square miles and with adjacent St. Paul
comprises the "Twin Cities." There are large corporations, manufacturing
plants, insurance companies, banks and investment firms which have their
headquarters in the city. Minneapolis is also an established cultural center,
accommodating the University of Minnesota and several private colleges and
seminaries; the Minnesota Symphony, the Tyrone Guthrie Theater, the Walker
Art Center and the Minneapolis Institute of Art, offer opportunities for enter-
tainment and culturcl enrichment. The lakes and parks of the city provide the
sports activi sts with room far exercise, and the professional hockey, baseball
.-Ind football teams provide the sports passivists with ample armchair athletics.

The population of Minneapolis was 434,000 according to the 1970 census
report. The black American population numbered 19,005, the Native Americans
5,829, and other minority groups 2,197, with the highest concentration of minority
population being in the northern and southern ends of the city. In an attempt at
voluntary desegregation, an Urban Transfer Program was implemented in 1967,
and in December of 1967 the first set of Human Relations Guidel ines was adopted
by the Minneapolis Board of Education.

In February 1972 legal suit was filed by the parents of three ,:i,ildren in the

Minneapolis schools. It was a class action on behalf of "all chHdren who are
residents of Minneapolis and who attend its public schools, " stating that a con-
tinuous and intensified pattern of segregation existed within the public schools
as a result of a neighborhood school system in a city with racial discrimination
in housing and as a result of certain "specific acts" which the district knew
or should have known would promote segregation.

In May 1972, the court ordered the dishict to implement its own plan with
two modifications: 1) that no more than 35% of the student body of any ene
schooi shall consist of minority children; 2) that there shall be at least one
minority teacher in each elementary school (considering principals and assistant
principals as teachers) and integration of the secondary school faculty so that
each school has approximately the same proportion of minority to majority tea-
chers as exist in the whole system. In filddition, there were to be no transfers
which would effectively increase segregation at either the sending Of receiving
school nor was there to be any alteration to existing school structures or con-
struction of new ficilities whhout court approval. The distrkt was required to
submit semi-annual reports to the Court and plaintiff's counsel until ordered
otherwise.

The bask plan called for two phases. In Phase I, whkh was to take place
from 1972 to 1975, there was to be extensive work with staff and personnol in
human relations training and there was to be school construction. Phase
to have major impae,:t in Autumn 1973, called for the movement of students to
new schools, especially on the secondary level. The gook for the elementary
schools were to eliminate the maximum number of racially isolated schools and
to replace the maximum number of old, obsolete buildings. The method pro-
posed was the clustering and paiiing of schools and the establishment of learning



Center! and extended community schools. The secondary schools were to be

alter"' c:-eating four year high schools and Iwo year junior high schools

by al0viing the ninth grade from the junior high to the high school; there was
also to oe a check on boundary lines to alleviate over-crowding.

The first semi-annual report was submitted to the court in December 1972.
The district found to be in violation of the court order on four points and
in MO 1973, Judge Larson handed down a decision on all four points. In essence

the court was willing to give the district the full allotted time rather than ruling
on the 1' _raiection; the court did invalidate certain transfers which had been
planneg and required that future reports contain statistical data relevant to
transfers with details on numbers of transfers granted and denied broken down

by race, school to be transferred to and school to be transferred from. There
was COncern that there be the some proportion of minority teachers to majority
teachers in a school as there are in the district, on the secondary level, and
that there not be two minority teachers in any elementary school before there is

one teacher in each; the court further stipulated that the plan for faculty inte-
graticm was to be completed by the opening of the 1973-74 school year.

The main thrust of the desegregation program was aimed at reworking the
curriculum in all areas, with special emphasis on social studies; school clusters
were established to more equally distribute the student population; a mechanism

was estabIshed to more equitably process requests for tranifer. Publicity was
continued to urge that transfer requests be voluntary methods of the concerned
communitY to promote racial balance.

Throughout the desegregation process, wide use was nude of the several arms
of the news media. Radio, television and newspapers all disseminated informa-
tion Pertinent to the progress of the project. The media were helpful in allaying
major fears of increased costs and loss of federal funds for special developmental
skills programs. The use of community people as school aides added to the cre-
dibility of the media reports. They acted as links between their neighbors and

the 5°,haals; their relationships with the students also helped community and
scho°' to better understand where there were problems and what student sentiment

was-
Tne team which visited Minneapolis felt that there was great potential for

succe' in that community. The people of the community hove accepted the
presence af desegregation and its permanence; those who were opposed to the
plan at the outset are being less vocal about their reservations and are doing
what theY can to help. There is still a lack of staff or student interaction in the
scho°1s, but, there is optimism that this situation will change with time. The
onlY Peirit which is still facing opposition is the "stage" nature of the plan; those
who were involved in the "first wave" resent that the "second wave" had an ex-
year of Comfort.

Aa iniPortant criticism made by the observers is that there is a lack of planned
street& to promote greater interaction among the various segments of the school
community. There is a clear need for a higher degree of personalization. It is
important for the teachers to know the transfeP students by name; the minority
5tudent5 should know who the minority group teachers are and where they can be



reached; there should be greater student involvement in academic planning--
if the students contribute, they will have a personal stake in the success of
the program and they will also get to know some of the teachers on a different
basis.

The overall feeling was that the Minneapolis desegregation plan is going
well. There is a concerted effort to correct errors of the past and avoid them
in the future.



ORANGEBURG, SOUTH CAROLINA SUMMARY

Orangeburg is the county seat located in the midlands of South Carolina.
Settled in 1704, it played an important part in the American Revolution.
Predominantly an agricultural area, the 1940's brought light industry. The
1972 census showed a population of 13,252. Orangeburg houses three colleges:
Southern Methodist College, Clafl in, and South Carolina State College.
The latter two are predominantly black and are responsible for the sizable
black middle class and student population of the city. The 1968 "Orangeburg
Massacre" in which three students were killed and twenty were wounded by
State Troopers took place at South Carolina State.

The Orangeburg School District did not develop a single plan for inte-
gration. What exists today is the result of many different plans and programs.
In 1964, Orangeburg instituted a "freedom of choice" plan which remained in
effect until 1969 when the Supreme Court ruled on Green versus County Board
of New Kent County. At this time the Board of Trustees submitted a terminal
desegregation plan for 1970-1971. The initiators of the original plan were
the Department of Health, Education and Welfare and the courts. A 1970-71
judge's order required implementation of the Iwo part approach outlined by
HEW. Phase I consisted of three parts: I) all administrators were to participate
in a minimum of 20 hours of leadership training with a focus on school desegre-
gation; 2) a minimum of two teachers per school were to participate in at least
20 hours of training in school desegregation; 3) school administrative staff were
to arrange pre-school orientations which focussed on problems of desegregation.
Phase II was five-pronged: I) a bi-racial advisory comm;Itee on desegregation
matters was to be established to counsel local school officials; 2) each school
was to establish human relations councils which would interact at least six
times each year with a school of the opposite race. Once council was to be
composed of teachers, parents and community leaders, the other was to con-.
sist of secondary level students; both councils were to develop projects, d:scuss
and analyze problems and review the progress of school desegregation; 3) faculties
of the schools were to be organized in pairs (one black and one white) and
teachers were to meet in groups as well as by grades or subjects with the mandate
of planning and carryin9 cooperative activities; 4) teachers in like grades
or subjects were to work eratively, planning together tind exchanging posi-
tions for part of a day or a whole day; 5) administrators were to meet regularly
and plan in detail the extensive reorganization necessary for implementation of
the plan for 1970-71. In addition to these requirements, the actual plan proposed
by the Board of Trustees featured geographical zoning; the plan was accepted
with modifications.

Similar to a neighborhood school plan, students were requked to attend
schools in the zones where their parents lived; transfer was permitted where
space was available if the student was going from a school in which he/she
was in the majority to one where he/she was in the minority, or from a school
where he/she was in the minority to another school where he/she was in the

minority. Teaching schedules were arranged such that each elementary school
student came in contact with one black and one white teacher for part of each
day. Transportation was provided for at_iy. child in the district living 1.5 miles
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or more from his/her assigned school. This plan was appealed almost as soon
as it was accepted.

The result of the appeal was the following: I) the two junior high schools
and the two high schools w.;re paired to achieve an enrollment which was 60%
black and 40% white; 2) the elementary schools were ciustered into three
attendance zones: 1=60% black, 40% white, 11=63% block, 37% white, and
111=67% black, 33% v,hite; 3) faculty assignments were made to reflect the
pupil ratio in a given distrkt; 4) there was a merger of athletic teams, bands
et al due to the pairing; 5) appointments of coaches and other group leaders
was made on a non-discriminatory basis with consideration being given to
qualification and the personal desires of coaches and directors.

Thr. ",'%H972 plrn had two junior high schools, each a single graded
central tool. Th. re were two high schools, one housing grades nine and
ten and the other grades eleven and twelve. Elementary school zones 1 and
II had clusters with one school for grades 1-2, one for grades 3-4, and one
for grades 5-6; Zone III had one school for grades 1-6. By the end of the
second year Zone I showed a 10% increase in black enrollme and a 10%
decrease in white enrollment while Zone III became 70% black to 30% white.
In the interest of obeying the mandate, all the students and staff of Zone III
were relocated to Zone 1 without causing a change in the racial composition
of the student population. The old plan had ca7,1ed for students to attend
four schools in the course of six years of secondory education; by establishing
one grade seven school, one school for grades 8-9, and one for grades 10-12,
they were able to reduce the number to three. In July, 1972, the new plan
was approved for the years 1972-73 and 1973-74.

In 1970-71, the judge had ordered publication of the plan in the local
newspapers. The article was reprinted in leaflets which were sent to each
home with the idea that the greater the dissemination of knowledge, the
greater the possibility of avoiding disruption when the plan was implemented.
When the new plan was developed for 1971-72, it, too, was published and
explained in the newpapers and was accomplished by a letter of support from
the Trustees.

In addition to the use of the newspay r to prepare the community for
desegregation, teachers attended a four day Leadership Planning Institute
with consultants from the University of South Carolina Drgregation Con-
sulting Center. The primary concerns which they vokiM were 1) the main-
tenance of high quality education, 2 ) disciplining children of other races,
3) breaking up professional acquaintances of long standing, 4) parent
acceptance and community understanding and support. The teachers had in
no way been involved in the development of the plan.

Student preparation and involvement in the dosegregation_plan began in
December, 1970, with a one and a half day Human Relations Conference
which was attended by 91 specially selected students. Student response wc5
positive. By the time of the March, 1972 Conference, they cited as evidence
of pemonal growth and maturity such things as I) their development of the
ability to listen to and respect others' opinions; 2) their nt4wpfound ability to
talk freely and discuss prejudice openly, thus providing an Opportunity to
understand one another; 3) their developing awareness that individuals often
imagine a problem, (i.e., white misunderstanding of black hostMty toward
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The confederate flag and black misunde.standing of white feelings toward
the clenched fist salute). At the three day workshop ordered by the Court

in July, 1971, the students were responsible for identification of the
problems To be discussed by the group which was composed of forty student
leaders from both high schools, faculty, administrators and community

representatives.
In order td prepare the community the Board held parent/teacher meetings

to explain the situation as it related to the District Court Order. This
resulted in neighborhood meetings across the city. The outgrowth was three

factions: 1) those who were unalterably disapproving, 2) those who were

unsure which course of action was feasible; 3) those who wanted to seek legal
counsel for reconsideration of the court mandate under constitutional guide-
lines. The second group was the largest and the third group established an

organization called "Help Orangeburg Public Education" HOPE). HOPE
wanted to legally change the zoning pion for "pairing" or some alternative
plan which would bring better balance to the schcols. The zoning plan had
loopholes which permitted whites to change their legal residences. It was

their feeling that such an action would prevent "white flight" and keep local
bu3inesses from being hurt. In the spring of 1970, a forty-member district-
wide committee which reflected the socio-economic and racial diversity of
the area was approved by the Board; an ESAP committee was established to
deal with federal funding. By fall, 1971, a Community Involvement Co-
ordinator had been hired to recruit, orient and maintain contact with 85
volunteers (25% black) who were working one day per week. In an effort
aimed specifically at the Bisinessmen and Education-Business Day Tour was

held in March, 1971. The local business community was given a tour of one
of the new schools and had any questions answered.

In the schools themselves, there was a movement in favor of team teach-
ing. The elementary schools had a "continuous Progress" plan which encour-
aged individualization and movement within subjects dependent solely upon
readiness; each school was autonomous. With team teaching it was possible
to note individual learning styles and help individual children. Students
were also exposed to a variety of teaching styles . Since there were only
two grades per school, team teachers were able to be Jocated close to one
another to provide greater ease of movement for the students.

The seventh grade school principal said that the only change he saw was
the addition of supplementary courses to the curriculum. The junior high
school principal reported no changes but said that the staff was looking more
closely for ways to individualize. The high school principal spoke of two
programs which had been introduced: I) Cooperative Operation for Personal
Effectiveness (COPE) was team taught by a black and a white teacher to
help potential drop-outs succeed in subject matter areas and improve their
attitudes toward themselves and toward school; 2) a developmental corrective
reading program. The actual staffing within the schools reflects the black/
white ratio of the district; the assistant principal is always the opposite race

af the principal (except in the high school where there are two assistant
principals). Students are assigned homogeneously to classes, but the 1964

ratio of 52% white to 48% black has:shifted to 70% black to 30% whire.
Blacks are generally represented in greater numbers in athletics and other
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extra-curricular activities than the proportion of the school population would
lead one to expect.

The social patterns in the schools were that the elementary school
children were grouped by sex rather than race; the seventh graders
socialized to some extent, but busing prevented anything outside of
school hours; the junior high students were not interacting much, but the
number was increasing due to "Youth for Christ;" the high school students
said that there was interaction during school and some telephoning but no
visiting or socializing after school . The teachers at the elementary level
had good working relationships but no contact after school, but the seventh
grade teachers had no interaction at all. Parents interviewed felt that the
students interacted well, but that they don't socialize because "the town is
still segregated."

In the opinion of the observers, several cruciiil requirements for any
workable and effective school desegregation program were found in Orange-
burg; some of these were specified by the courts but some were not. Four
of the elemente were: (I) the thorough preparation of school staffs, students,
parents, and the community for desegregation; (2) the establishment of good
and dear channels of communication about the desegregation process; (3)
the establishment of firm policies regarding desegregation and the dear
enunciation of those policies and the Board of Trustees support for it; and,
(4) the provision of educational innovations designed to more adequctely
serve students in the district. The students have access to the same schools,
teachers, and texts, regardless of their race. With some quaRfications they
also have equal access to courses of study and extra-curricular activities.
It is, however, necessary to note the flourishing "white academies" which
are at variance with the stance of the Trustees. While it k true that special
funds have been used to finance corrective and remedial programs that would
hopefully bring about more equality of educational output over, the long
haul, little was being done to make the schools reflect the cultural pluralistic
nature of the environment. Thus, the team does not see the necessary impetus
developing for the move from a desegregated setting to an integrated setting
in the immediate future.


